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ABSTRACT
Community Perspectives on Black Parent Engagement in West Las Vegas
Before and After Desegregation: A Case Study
by
Tonia F. Holmes-Sutton
Dr. Sonya Douglass Horsford, Ed. D, Examination Committee Chair
Senior Resident Scholar of Education
University of Nevada, Las Vegas
According to research on parent engagement in K-12 schools, disconnects often exist
between parent involvement as defined by school leaders and the African American
families and communities they serve (Delgado-Gaitan, 1991; Tillman, 2009).
Unfortunately, these competing definitions and conceptions of parent involvement often
result in school leaders and administrators perceiving that Black students do not achieve
as well as their White peers because Black parents are not involved or engaged in the
education of their children (Cooper, 2010; Cooper, 2009; Fields-Smith, 2005). This
perception undermines the development of positive home-school relations between
school leaders, educators, and Black parents, and in turn, the positive benefits of parent
engagement on Black student achievement. The purpose of this study is to document and
explore community perspectives of Black parent engagement in West Las Vegas before
and after desegregation through the implementation of Clark County School District’s
Sixth Grade Center Plan of Integration in 1972. Historical case study methods, archived
oral histories of parents, educators, church leaders, elected officials, and West Las Vegas
community members as collected from UNLV Lied Library’s Special Collections serves
as primary data sources. Joyce Epstein’s (1995) Six Types of Involvement (parenting,
communicating, volunteering, learning at home, decision-making, and collaborating with
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the community) serves as the analytical framework for examining the key themes and
community perspectives that emerged from this collection of oral histories concerning
Black parent engagement in West Las Vegas before and after school desegregation
efforts in Clark County. The significance of this study lies in its contribution as an untold
local community history that focuses narrowly on the role of Black parents in segregated
and desegregated educational contexts. As such, it seeks to inform and enrich, through
community perspectives and voices, contemporary discussions concerning Black parent
involvement and engagement in today’s K-12 schools.
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PREFACE
… every family has a story that it tells itself, that it passes on to the children and
grandchildren. The story grows over the years, mutates, some parts are sharpened,
others dropped, and there is often debate about what really happened. But even with
these different sides of the same story, there is still agreement that this is the family story.
And in the absence of other narratives, it becomes the flagpole that the family hangs its
identity from.
A. M. Homes, O Magazine, April 2007
A former slave and father of eighteen children, my great, great grandfather, James H.
Price, influenced by his personal life experiences and the teachings of his former owner,
subscribed to the belief that Black people could become better servants if they had
knowledge of God’s law. Armed with this confidence he started the first school for
Blacks in Mt. Pisgah in Shelby County, Tennessee in the late 1800s. As a minister, he
built a log cabin that served as a church on a 100-acre land parcel that our family owned.
It was in this church that he taught his children and the local Black community members
how to read the Bible. Living under slave-like conditions in the late 1800s, he well
understood the dangers he faced in educating his children and those of the community.
Committed to the education of his children and those of his grandchildren, he sent my
great grandfather, Acme W. Price Sr. to Rust College (the oldest of the eleven
Historically Black Colleges and Universities in America founded before 1867; and one of
the remaining five Historically Black Colleges today) in Holly Springs, Mississippi to
study for his teaching credentials in the early 1900s.
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It was upon my great grandfather's return to Tennessee, that he and my great, great
grandfather, with the assistance and contributions of Julius Rosenwald of the Julius
Rosenwald Fund (JRF), philanthropist and owner and president of Sears, Roebuck, and
Company, formally established Price Chapel, also known as Price's School. Working in
concert with Dr. Booker T. Washington of Tuskegee Institute, Mr. Rosenwald supported
the expansion of public education for Blacks in rural southern communities. It was the
collective of Mr. Rosenwald's financial contributions, a matching Negro community
contribution, and public school funds from Shelby County School District, with which a
new two-room school building was erected on five acres of land, which had been donated
by my great, great grandfather, James H. Price. The school was located on the northwest
corner of my family's property and my great grandfather, Acme W. Price Sr. served as
headmaster and teacher of Price's School. Price’s School officially served as an all-black
school for the Shelby County School District in Mt. Pisgah, Tennessee from 1921-1958.
My family is a family of educational pioneers with a history rich in cultural tradition,
committed to the ideals of community, family, and educational excellence. As a daughter
of the Price family and a member of a lineage of educators and educator leaders, I feel a
great sense of obligation and responsibility to uphold my family’s values and
commitment to education. Thus I am driven by an indescribable force, a passion, to
humbly serve the educational needs of children and families in underprivileged
communities. This dissertation study is an opportunity for me to honor my family and
my community’s legacy and commitment to education and educational advocacy. An
insatiable passion that will not be denied - teaching is not what I do; it serves to define
who I am.
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Price’s Chapel, Shelby County Schools, 1921 – 1958
Reprinted with permission of Fisk University Library, Special Collections, 2011

x

TABLE OF CONTENTS
ABSTRACT ....................................................................................................................... iii
ACKNOWLEDGMENTS .................................................................................................. v
DEDICATION .................................................................................................................. vii
PREFACE ........................................................................................................................ viii
CHAPTER 1 INTRODUCTION ...................................................................................... 1
Statement of the Problem ............................................................................................ 3
Purpose of the Study.................................................................................................... 4
Conceptual Framework ............................................................................................... 5
Research Questions ..................................................................................................... 6
Research Design and Methodology............................................................................. 7
Limitations and Delimitations of the Study ................................................................ 7
Significance of the Study ........................................................................................... 8
Organization of the Study............................................................................................ 9
Definitions of Terms ................................................................................................. 10
CHAPTER 2 LITERATURE REVIEW ......................................................................... 13
Conceptual Framework: Epstein’s Six Types of Involvement .................................. 13
Parent Involvement in Education .............................................................................. 17
Prior to World War II (1900-1945) ....................................................................... 25
After World War II (1945-1958) .......................................................................... 33
Before Desegregation............................................................................................ 37
After Desegregation .............................................................................................. 42
Segregation and Desegregation in Las Vegas ........................................................... 54
Segregated Schooling in Las Vegas .......................................................................... 57
Education of Blacks in West Las Vegas ............................................................... 57
Sixth Grade Center Plan of Integration ................................................................. 59
Summary ................................................................................................................... 63
CHAPTER 3 RESEARCH METHODS ......................................................................... 65
Research Questions ................................................................................................... 65
Research Design and Methodological Approach: A Historical Case Study ............. 66
Oral Histories ........................................................................................................ 69
Description of Oral Histories ................................................................................ 71
Data Analysis ........................................................................................................ 72
Role of the Researcher .............................................................................................. 73
Trustworthiness ......................................................................................................... 74
Summary ................................................................................................................... 75

xi

CHAPTER 4 FINDINGS ................................................................................................ 77
Community Perspectives on Black Parent Engagement Prior to Clark County .........
School District’s Sixth Grade Center Plan of Integration ...................................... 89
Community Perspectives on Black Parent Engagement After Clark County School ...
District’s Sixth Grade Center Plan of Integration .................................................. 98
Community Perspectives on Black Parent Engagement During Resegregation in .....
Clark County School District ............................................................................... 107
Effective Parent Involvement: Epstein’s Six Types of Involvement ...................... 113
Parenting ............................................................................................................. 114
Communicating ................................................................................................... 115
Volunteering ....................................................................................................... 117
Learning at Home ............................................................................................... 118
Decision-Making................................................................................................. 120
Collaborating with the Community .................................................................... 121
Black Parent Engagement: A Model of Care .......................................................... 123
Black Parent Engagement: Obstacles and Barriers ....................................................... 124
Consequences of Desegregation ......................................................................... 124
The Black Family: Family Dynamics and Structure ................................................. 125
The Education of Children: A Shared Responsibility .................................................... 126
Summary ................................................................................................................. 128
CHAPTER 5 CONCLUSION ....................................................................................... 134
Assumptions and Findings ...................................................................................... 135
Desegregation as a Barrier to Parent Involvement: Unintended Consequences . 135
Decision-Making: Advocacy and Activism ........................................................ 137
Review of Methodology ......................................................................................... 138
Limitations of Methodology ................................................................................... 139
Implications ............................................................................................................. 140
Implications for Future Research ........................................................................ 143
Summary ................................................................................................................. 145
AFTERWORD ........................................................................................................ 148
APPENDIX A ......................................................................................................... 151
REFERENCES ....................................................................................................... 152
VITA ....................................................................................................................... 167

xii

CHAPTER 1
INTRODUCTION
Research literature on parental involvement acknowledges that active parent
participation positively impacts and influences student engagement and achievement
(Ingram, Wolfe, & Liberman, 2007). In fact, parent involvement serves as an important
indicator of higher levels of student achievement and has been correlated with increased
literacy performance (Bailey, 2006; Dearing, Kreider, Simpkins, & Weiss, 2006),
improved perception of literacy and math competency (Dearing, Kreider, & Weiss,
2008), improved student attendance, (Sheldon, 2007), increased access to and confidence
in the college-going process, (Knight, Norton, Bentley, & Dixon, 2004), and improved
teacher-student relationships (Dearing, Kreider, & Weiss, 2008).
Arguably, parent involvement and engagement play an even more important role in
the educational achievement and academic success of children in historically
underserved, low-income communities (Weiss, Mayer, Krieder, Vaughan, Dering,
Hencke, & Pinto, 2003; Howard & Reynolds, 2008; Jackson & Remillard, 2005). This
becomes a challenge, however, since many parents living in such communities have had
limited years of education themselves, resulting in less confidence in their abilities to be
active partners in the education of their children (Cooper, 2010; 2007; Kakli, 2011).
They are uncertain as to how to become involved in the school community and hesitate to
initiate an active role in their students’ education. As a result, many teachers working in
historically underserved, low-income communities interpret the behaviors of these
parents as being disinterested, disconnected, and unwilling to engage in ways that will
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benefit their children’s learning and achievement (Cooper, 2010; Cooper, 2009a; FieldsSmith, 2005).
Although some educators may perceive low-income, working class parents with
limited educational backgrounds as being unconcerned with the education of their
children, many of these parents have a strong desire for their children to receive a quality
education that will afford them opportunities they did not have or take advantage of
themselves (Auerbach, 2007). Parents view schools, teachers, and administrators as the
experts and authority in the educational arena; entrusting their children and the education
of their children to these experts (Edwards, 1993; Lopez, 2003).
Disconnects between how educators and parents view and conceptualize the
engagement and involvement of parents is critical to the home-school relationship, which
has implications for student learning and achievement (Cooper, 2010; Cooper, 2009a;
Fields-Smith, 2005). In the case of African American parents and families, particularly
those who live in poor or low-income communities, competing definitions and
conceptions of parent involvement often result in school leader and administrator
perceptions that Black students do not achieve as well as their White peers because Black
parents are not involved or engaged (Cooper, 2012; Cooper, 2009; Fields-Smith, 2005).
In the case of Black parent engagement in K-12 schools, there is much to learn not only
from the perspectives of Black parents themselves, but also from how individuals living
and working in predominately Black or African American school communities view the
role and engagement of Black parents over time.
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Statement of the Problem
Research on the involvement and engagement of African American parents and
families has focused largely on the relationships between parent involvement and student
achievement (Howard & Reynolds, 2008; Jackson & Remillard, 2005); the educational
advocacy of Black mothers (Cooper, 2010; 2007; Kakli, 2011); and the role of Black
parents and home-school relationships in segregated schools (Anderson, 1988; Horsford,
2011, 2010; Lightfoot, 1980; Morris, 1999; Walker, 2009, 1996; Walker & Archung,
2003). Given the disproportionate number of Black families living in poverty; Black
parents who are unemployed or underemployed; and Black children who are likely to
attend low-performing schools in areas of concentrated poverty, the role of Black parents
in their children’s education and the relationship between Black families and the schools
that serve them demand further attention.
According to the 2011 KIDS COUNT Data Book (The Annie E. Casey Foundation,
2011), 83% of the children living in low-income families have below proficiency reading
skills, nearly 25% of Black children reading below proficiency level in third grade will
not graduate from high school, and 31% of Black students who experience one year of
poverty and do not possess proficient reading skills will not graduate high school. The
consequences for children in poverty are stark. According to Haberman (2004):
For children in poverty being successful in school is a matter of life and death.
For those without a high school diploma the likelihood of ever having a decent
job – one with adequate health insurance and some form of retirement account--is extremely remote. Being a drop-out or a push-out dooms people to dead-end
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jobs, living in unsafe neighborhoods, and never being able to fully provide
adequate health care for themselves or their families. (p. 98)
These statistics underscore the importance of parent involvement, particularly for
children living in poverty and an increased risk of not achieving academically at grade
level or earning a high school diploma. Examining the role that Black parents play in
their children’s education, particularly within marginalized communities, can facilitate an
understanding of how to more effectively engage parents, particularly those who may not
have had the best experiences in school themselves, in ways that positively impact
student achievement. Although some studies have been done on Black parent
involvement and engagement in historically segregated (Anderson, 1988; Horsford, 2010,
2011; Morris, 1999; Walker, 1996) and present-day desegregated or resegregated
contexts (Horsford, 2011; Horsford, Sampson, & Forletta, 2012), research examining
community perspectives regarding Black parent engagement before and after
desegregation at the local community level remain limited (See Patricia Edwards’ 1993
article entitled, Before and after school desegregation: African American parents’
involvement in schools).
Purpose of the Study
The purpose of this study is to document and explore community perspectives of
Black parent engagement in West Las Vegas before and after desegregation through the
implementation of Clark County School District’s Sixth Grade Center Plan of Integration
in 1972. Historical case study methods, archived oral histories of parents, educators,
church leaders, elected officials, and West Las Vegas community members as collected
from UNLV Lied Library’s Special Collections served as primary data sources. This
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study attempts to tell an untold local community history that focuses narrowly on the role
of Black parents in segregated and desegregated educational contexts. Using community
perspectives and voices, this project aimed to contribute to the research literature Black
parent involvement and engagement in today’s K-12 schools.
Conceptual Framework
Epstein’s (1995) Six Types of Involvement serves as the conceptual framework for this
study. It includes six types of parental involvement (See Table 1) and has served as a
model for teaching and learning communities that have sought to develop meaningful
school-family partnerships in order to improve student achievement. Epstein’s
framework outlines six typologies that not only enumerate an array of parent involvement
types, but also include sample practices, challenges, redefinitions and expected results for
students, parents, and teachers within each involvement type.
Table 1
Epstein’s (1995) Six Types of Parent Involvement
Involvement type

Description

1 Parenting

Help all families establish home environments to support
children as students.

2 Communicating

Design effective forms of school-to-home and home-toschool communications about school programs and
children’s progress.

3 Volunteering

Recruit and organize parent help and support.

4 Learning at home

Provide information and ideas to families about how to help
students at home with homework and other curriculumrelated activities, decisions, and planning.

5 Decision-making

Include parents in school decisions, developing parent
leaders and representatives.

6 Collaborating with
the community

Identify and integrate resources and services from the
community to strengthen school programs, family practices,
and student learning and development.
5

The framework provides an acknowledgment of the different approaches to and
various opportunities for parental involvement. It does have limitations, however, as
noted by scholars who have specifically critiqued traditional frameworks and approaches
to parent involvement, which have largely been school-based. According to Auerbach
(2007), marginalized parents are likely to provide support that is more indirect; engaging
educators in home involvement activities that “addresses basic family needs and builds
trusting relationships than more school involvement by parents” (p. 254). These
limitations notwithstanding, Epstein’s Six Types of Involvement served as the analytical
framework for examining the key themes and community perspectives that emerged from
this study. Furthermore, its traditional conceptions of parent involvement and
engagement presented opportunities to compare and contrast these traditional approaches
and views with those concerning the historical role of Black parents and Black parent
engagement in segregated and desegregated schooling contexts and communities.
Research Questions
To document and explore community perspectives of Black parent engagement in
West Las Vegas before and after desegregation, the following research questions guided
this study:
1. What were the perspectives of community members (i.e., parents, educators,
church leaders, elected officials, activists) concerning the role of Black parents in
the education of their children in West Las Vegas prior to Clark County School
District’s Sixth Grade Center Plan of Integration?
2. What were the perspectives of community members (i.e., parents, educators,
church leaders, elected officials, activists) concerning the role of Black parents in

6

the education of their children in West Las Vegas after Clark County School
District’s Sixth Grade Center Plan of Integration?
Research Design and Methodology
To best capture the perspectives of community members concerning Black parent
engagement before and after school desegregation, I used a qualitative research design
and historical case study research methods, relying primarily on the oral histories of
parents, educators, church leaders, elected officials, and community activists. Since my
data collection and analysis relied exclusively on community perspectives as documented
through interviews archived as oral histories, a social and historical constructionist
worldview framed the study. Historical case study served as the methodological
approach to inquiry. The oral histories served as the primary data source. The
examination of the data provided historical information through the review of
participants’ oral histories, as well as indirect information filtered through the
interviewees’ perspectives. Exploration of community perspectives on Black parent
engagement included an analysis of varied data sources, written, spoken, and physically
preserved (Danto, 2008), including oral history transcripts and documentation, and
archival records. Historical analysis was coupled with the use of case study to examine
community perspectives on Black parent involvement in their children’s education.
Rather than examining events of the past, historical study examines interpretations of the
past and uses the results of the study to inform future practice and service (Danto, 2008).
Limitations and Delimitations of the Study
As an historical case study, this project relies heavily on oral histories and related
information pertaining to Black parent engagement in the historically Black
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neighborhood in Clark County, known as West Las Vegas. As a qualitative research
study, this project was limited to publicly accessible interviews and oral histories
archived in UNLV Lied Library’s Special Collections, many of which were not explicitly
focused on the issue of parent engagement in West Las Vegas. As a local community
history, the findings from this study are not generalizable and will present perspectives
that may be relevant to other communities, but are certainly unique to the African
American community in Southern Nevada. It is my hope, however, that this examination
may offer insight on the role of Black parent engagement through the perspectives and
voices of community members who were involved in the desegregation of Clark County
schools as part of the struggle for equal education in Las Vegas, Nevada. Another major
limitation of the study was the amount of time available to conceptualize, conduct, and
complete this project.
Significance of the Study
The significance of this study lies in its contribution as an untold local community
history that focuses narrowly on the role of Black parents in segregated and desegregated
educational contexts. According to Horsford (2008), “These histories can help illustrate a
particular community’s norms, values, culture, and traditions, and reveal the sources of
its perceptions of and relationship to its local schools, teachers, principals, school board
members, and other people and institutions who impact the lives of their children” (pp. 23). By responding to the call to examine the role Black parents have historically played
in their children’s education (Fields-Smith, 2005), this study not only adds to the extant
research literature on Black parent involvement, but also uses community perspectives
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and voices to enrich and inform contemporary discussions concerning Black parent
involvement and engagement in today’s K-12 schools.
Organization of the Study
The purpose of this dissertation study is to document and explore community
perspectives of Black parent engagement in West Las Vegas before and after
desegregation through the implementation of Clark County School District’s Sixth Grade
Center Plan of Integration in 1972. A brief introduction of the study is presented within
the first chapter, providing an overview of its structure and design. Chapter 2 presents a
review of related literature on parent involvement from the 1860s to the 1960s. The
chapter proceeds in a chronological format discussing education and parent involvement:
1) Prior to World War II, 2) After World War II, 3) Before Desegregation, and 4) After
Desegregation. A review of the research methods is presented in Chapter 3 outlining the
details of the study’s research design, research questions, data collection, data analysis
the role of the researcher, and the concept of trustworthiness. Chapter 4 presents an
analysis and discussion of the research study’s findings; presenting documentation and
exploration of the community perspectives on Black parent engagement in West Las
Vegas prior to and following Clark County School District’s mandatory desegregation
plan. The findings also highlight barriers to parent involvement in West Las Vegas.
Chapter 5 serves as the conclusion to the study, presenting summarization of the analyses
and findings as well as a discussion of possible implications for practice and future
research.
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Definitions of Terms
The definitions of terms that follow are intended to serve and assist the reader as a
reference regarding the content of the study. They are exclusive and brief in construction;
serving as a reference for this research study.
At-Risk: Status risk factors, used to classify individual groups that may forecast
educational difficulties to include demographic or historical characteristics such as
racial or ethnic origin, socioeconomic conditions, or primary language (Finn, 1993).
De Facto Segregation: Purposeful racial segregation dictated not by law, but social and
economic determinants such as public policy, private and personal choices (Patterson,
2001).
De Jure Segregation: Intentional racial segregation sanctioned and mandated by law
(Patterson, 2001).
Desegregation: “Breaking down separation of the races and to promote greater equality
of opportunity” (Patterson, 2001, p. 205).
Extended Family: Embraces an ideal of kinship that includes members of the immediate
family as well as grandparents, aunts, uncles, cousins, and friends (also considered
part of the family) (Yosso, 2005).
Family Engagement: A shared responsibility in which schools and families are
committed to actively supporting children’s learning and development (Weiss &
Lopez, 2009).
Integration: Bringing together people of different races and ethnic cultural on an equal
basis in an effort to promote respect and an appreciation for cultural diversity
(Patterson, 2001).
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Low-Income: Defined as 50% of the median family income for a given metropolitan
area (U.S. Census Bureau).
Marginalized: Defined by the Merriam-Webster dictionary as “ relegate[ing] to an
unimportant or powerless position within a society or group” (Marginalized, n.d.).
Organizational Learning Theory: “Learning organizations, district and school leaders
work[ing] together to align policies and programs and to identify and evaluate the human,
fiscal, and physical resources that enable schools to implement policies and improve
practice” (Epstein, Galindo, & Sheldon, 2011, p. 465).
Parent: Broadened term recognizing families that include grandparents, aunts, uncles,
cousins, sisters, brothers, and legal guardians, acting as parents – charged with the
care of the child (Tillman, 2003).
Parent Involvement: An umbrella term referring to the various types of activities that
reflect or describe the involvement of parents in nonacademic and academic
activities that may contribute to their children’s educational success (Viramontez
Anguiano, 2004).
Partnership: The development of a multi-level relationship with common beliefs, shared
vision(s) for learning, sharing of information and data; structure of the partnership
varying in reference to relationships between families and schools, schools

and

community (Harvard Family Research Project, 2010).
Poverty: Annual family income of less than $22, 314 for a family of four (2010 U.S.
Census).
Sociocultural Learning Theory: Emphasizes how an organization is impacted by the
social interactions that occur between and among colleagues; “…to explain how groups
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within organizations can work together to gain knowledge, exchange ideas, and take
action to develop a ‘community of practice’” in working toward commonly shared
goals (Epstein et al. 2011, pp. 464).
Underprivileged: Individuals or communities of individuals “deprived through social or
economic condition of some of the fundamental rights [privileges] of all members of a
civilized society” (Underprivileged, n.d.).
Underserved: General term defining or identifying communities “provided with
inadequate service” (Underserved, n.d.).
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CHAPTER 2
LITERATURE REVIEW
This chapter presents a review of literature on the role of parents and parent
involvement in education in the U.S. over time according to the following time periods:
1) Pre-World War II, 2) Post-World War II, 3) Pre Brown v. Board of Education
Decision, and 4) Post Brown v. Board of Education Decision. The goal of the literature
review is to present the historical role that parents within the Black community and the
larger community have performed in education. And in sharing this inquiry into parent
involvement across the span of time within these communities, I intend that more than a
single story be revealed.
Conceptual Framework: Epstein’s Six Types of Involvement
Epstein’s parent involvement model of Six Types of Involvement (presented in Table
1 in Chapter 1) serves as the analytical framework in exploring the historical role of
Black parent involvement in this research study. Epstein’s framework defines six types
of parental involvement, which include parenting, communicating, volunteering, learning
at home, decision making, and collaborating with the community (Epstein, 1995). A
model for school communities establishing family and school partnerships, Epstein’s
framework includes sample practices and challenges within each involvement type.
Examining the various ways in which parents and families can be involved as
partners in their children’s education using Epstein’s Six Types of Involvement can
provide opportunity to further empower and engage families within the school
community. As the analytical framework for this research study, Epstein’s parent
involvement model served to facilitate exploration and analysis of the community
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perspectives regarding the role that Black parents have historically played in their
children’s education in West Las Vegas pre and post desegregation. The model also
served to explore comparisons and contrasts between the historical role of Black parent
involvement and traditional definitions of parental involvement.
According to Jeynes (2003), “Parental involvement has emerged as one of today’s
most important topics in educational circles” (p. 202). As demands from national, state,
and local levels for greater accountability increases, how educational leaders involve and
engage parents in establishing and increasing positive educational outcomes for children
is significant (Hill & Taylor, 2004). National and international scholars indicate the
importance of active and purposeful parent involvement and engagement in children’s
academic success (Mncube, 2009); denoting that partnering with and involving parents
and families in their children’s education leads to increased positive outcomes for
students. Essential questions accompany the research inquiry. Questions such as: What
constitutes parent involvement? How is parent participation defined?
A wide variety of definitions, models, and frameworks of parent involvement in
education can be found throughout the research literature. Exploration of the various
definitions dictates examination of the origins of the term involvement. Involve is the
root word of involvement; it originated between 1350 and 1400, it is derived from the
Latin involvere, meaning to roll up or in. Its definitions are comprised of the following:
(a) to include as a necessary circumstance, condition, or consequence; (b) to engage or
employ; (c) to affect, as something within the scope of operation; (c) to bring into an
intricate or complicated form or condition; and (d) to engage the interests or emotions or
commitment of (http://dictionary.reference.com/rowse/involvement). The examination of
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the definitions of involvement is significant because they illustrate involvement as a
necessary engagement or inclusion, which highlights the concept of commitment. There
does not appear to be a consensus regarding the definition of parent involvement; the
term involvement is used synonymously with participation, partnership, and engagement
throughout research literature (Mmotiane, Winnaar, & Kivilu, 2009).
Driessen, Smit, & Sleegers (2005) discussed the various terms used to describe and
illustrate the collaborative work and cooperation between parents, school, and
community, noting that the terms parent involvement, parental participation, schoolfamily relations, and educational partnership are oftentimes used interchangeably.
Internationally, the term partnership is increasingly being used to describe parents’
involvement within school communities. Berger (1991) and Epstein (2010, 1995)
presented traditional models of parent involvement as defined by the dominant culture.
Berger’s (1991) definition described parent participation along a continuum, ranging
from passive support to active participation. Similarly, Epstein’s (1995) framework
defined parent involvement through the following typologies: parenting, communicating,
volunteering, learning at home, decision-making, and collaborating with the community.
Epstein (2010, 1995) discussed the importance between viewing children as students and
viewing students as children; Epstein acknowledged that the distinction allows parents
and families to be recognized as partners in children’s education, which results in the
construction of an environment of caring built upon mutual respect and trust that ensures
student success in school and life. Such a distinction impacts how parent involvement is
articulated.
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Some of the research literature on parental involvement reflects a broad definition of
parent participation and acknowledges “all parental presence at the building as
involvement” (Smith, 2006, p. 49). Other definitions, however, which are more specific
and conventional, define parental involvement as parents attending school-wide
functions and activities, assisting students in academic work within the home,
communicating with teachers and school staff, participating in parent-teacher association
meetings (PTA) and face-to-face parent-teacher conferences, and volunteering in the
classroom and at the school (Hill & Taylor, 2004). The National PTA (Parent-Teacher
Association) uses the terms family engagement and parent involvement to describe a
shared responsibility between parents, schools, and community to actively support
children’s learning and development from birth to young adulthood. The definition of
shared responsibility is illustrated within the Six National Standards of Family-School
Partnerships created by the PTA to increase parent involvement and family engagement.
The standards include the following: Standard 1: welcoming all families into the school
community; Standard 2: communicating effectively; Standard 3: supporting student
success; Standard 4: speaking up for every child; Standard 5: sharing power; and
Standard 6: collaborating with community (National PTA, 2012). These most recent
definitions have evolved from those constructed in the late 1700s and early 1800s when
parents held primary control of their children’s education.
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Parent Involvement in Education
Responsible for the education of their children prior to the recording of history,
parents have served as the primary providers for their children’s education (Berger, 1991;
Gillies, 2008; Kaestle, 1983; Ravitch, 2000). They have played an important role as
educators in ancient cultures; during which time family education was the only education
that was provided (Berger, 1991). Parents and extended family members imparted
knowledge, cultural traditions, and moral and spiritual values, building young children’s
capacities through the care and guidance they provided. Berger (1991) noted that the role
that parents played in rearing and educating children was significant because the
education of children was intended to benefit the state, not the family.
Regarded as an integral part of the educational process, parents were expected to
prepare children for participation within societal systems and structures. In times as early
as those of Chinese philosopher Confucius (551- 479 BCE) and Greek philosopher
Socrates (469 -399 BCE), education was considered principal to the governance of a
moral society; social relationships that parents established with their children were
essential to the children’s engagement as citizens within the constructs of an
authoritarian, hierarchal society. Greek society viewed children as the future; those that
would perpetuate the culture (Spring, 2008). In the early days of American colonization,
education was considered necessary for responsible political participation and salvation
of the soul. “A sound education would prepare men to vote intelligently and prepare
women to train their sons properly. Moral training based on the Protestant Bible would
produce virtuous, well-behaved citizens” (Kaestle, 1983, p. 5). Religious leaders,
educators, and parents were enlisted to assist in the creation and maintenance of this
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prescribed society. “As early as 1642, Massachusetts colony, the leading colony
regarding educational issues, passed a law which required all parents to provide their
children with an education in reading, religion, and a trade” (Hiatt-Michael, 1994, p.
248). Early schooling included subscription schools, which were pay as you go
educational institutions; dame schools, neighborhood schools operated by female
teachers, and charity schools, established to serve the educational needs of the
impoverished.
Over time the purpose of education changed. Early education addressed the needs of
an agricultural society, whereby education was acquired through work on farms and
plantations. Any educational schooling beyond this extent required parental provision of
tutors or parent support of subscription and charity schools. Education became an
instrument for addressing the ills of society. Leaders saw education as a way to
acculturate immigrants and Blacks and to save the young children of these groups from
their parents’ fate of impoverishment, propensity to crime, and lack of culture. Education
served to promote morality and to reduce crime (Kaestle, 1983). In the late eighteenth
century, governments, families, and local communities considered the education of
children to be the purview of parents. “Parents had considerable power in early rural
education. They directly controlled what textbooks their children would use; through the
district school committee or old-field subscription groups, they controlled what subjects
would be taught, who the teacher would be, and how long school would be in session”
(Kaestle, 1983, p. 22). Political leaders looked to “schools organized and financed by the
states” (p. 5) to foster the desired character of its citizens. The families were the
community members that were representative of the states that the political leaders
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deferred to in establishing local school(s). During the late 1700s and on into the 1800s,
families and local communities assumed responsibility for children’s education (Kaestle,
1983). However, as industrialization and urbanization occurred, educational
responsibility and child-rearing authority was assigned to infant schools and nursery
schools which had been established to attend to the needs of early education. “Within
families, the roles of father and mother and child changed. Some of the traditional
responsibilities of families were given over to new agencies and professions” (White &
Buka, 1987, p. 53). About this same time, free common schooling emerged and urban
free schools consolidated under the premise that “a single agency was more efficient and
that children of different classes should go to the same schools” (Kaestle, 1983, p. 60).
“In the mid-1800s, the leadership of Horace Mann and Henry Barnard was notable. [As
the secretary of education of Massachusetts,] Mann’s vision of the common school led to
the development of a public school system in almost every state by 1860” (Hiatt-Michael,
1994, p. 249), and by 1852, Massachusetts had established a compulsory attendance law
(Peterson, 2010).
Seeking common purposes and goals, educational leaders defined the function of the
common schools as the provision of “moral education to produce obedient children,
reduce crime, and discourage vice; citizenship training to protect republican government;
literacy for effective economic and political participation; and cultural education for
assimilation and unity” (Kaestle, 1983, p. 101). Such functions were far removed from
the education provided by families. Parents became even more distanced from active
participation in education as educational reformers sought to grow teaching as a
profession and bureaucratic control replaced community control of the schools.
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Educational progressives Horace Mann and Henry Barnard advocated for the
professional education of teachers in normal schools (teacher colleges). Normal schools
had been established to create and promote teaching standards. Mann and Barnard
believed that parents did not possess the time, knowledge, or talents necessary for a child
to meet the challenges of the emerging technology. Therefore the parent should turn over
the process of education to professionals hired by the state” (Hiatt-Michael, 1994, p.
252).
Education reformers and professionals viewed the local school boards as uneducated
and uncultured, and they advocated for hiring professional teachers (Kaestle, 1983).
There seemed to be little opposition to mass education as “most parents of lower, middle,
and upper middle classes considered the graded public school to be the educational
choice” (Hiatt-Michael, 1994, p. 250). They were in support of education to assimilate
newly arrived immigrants and the indigent (Berger, 1991; Kaestle, 1983). As the demand
for the professionalization of teachers grew, so did the separation between the parents of
the community and the school that served the community. The more education that
teachers received in pursuit of the quality demanded by educational reformers and
experts, the greater the cultural and social gap became between the family and the
educational community. Parents’ influence diminished as they continued to be excluded
from the educational system that they had helped to establish for their children and that
they had once pioneered (Hiatt-Michael, 1994).
David Snedden, a California schoolmaster and superintendent, was another
educational reformist who “viewed education through social control doctrine” (Ravitch,
2000, p. 81). Sharing the pervasive perspective of other education reformers, Snedden
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asserted that parents lacked the know-how to educate their children properly. He was
convinced “that the public was misinformed and that it was up to scientifically trained
educational experts like himself, not parents or teachers, to decide the objectives of
education” (Ravitch, 2000, p. 86).
Parents were no longer seen as the principal educators for their children. By all
accounts, they were judged and found lacking. Education would now be overseen by the
experts. This shift in educational control mirrors Plato’s myth of the metals in the
Republic as described by Spring (2008) in which education is “ based on the myth of the
metals, which rulers use to convince people that they are born unequal in their abilities
and that they should accept their social positions as determined by the education system”
(p. 15). As with the myth of the metals, the teaching and learning community would be
devised of people who were a mixture of gold, silver, iron, and brass. The educational
professionals and reformers represented the gold and were thus determined to be most fit
to rule, laying claim to “know what is good for the people, which justifies their power to
control what is learned by the citizenry” (Spring, 2008, p. 15). The parents represent the
brass, the less valuable of the metals, lacking the intellectual prowess to rule (or even
participate in deciding what is in the best educational interests of their children). Parents
became ostracized from the educational arena as leaders. With the promotion of common
schooling, and the promise of educational reformers to provide greater learning
opportunities and experiences for the children, the path for public schooling was forged.
Yet, as the campaign for universal common schooling gained momentum, a campaign
was being waged to subjugate the education of Black children. Between 1800 and 1835,
the southern states enacted legislation that criminalized the teaching of reading and
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writing to enslaved children (Anderson, 1988). Blacks, recognizing the importance of
literacy and assuming responsibility for their own education, were teaching themselves as
well as their children to read and write while concealing their actions from southerners
and slaveowners. With the signing of the Emancipation Proclamation by President
Abraham Lincoln in 1863, former slaves joined the common school movement and
contributed to the concept of universal schooling by instituting schools and organizing
education for their children.
Anderson (1988) noted that some Black schools were established before the Civil
War; several small, private Black schools were founded between 1860 and 1862. Mary
Peake, a Black teacher, established one such school in Fortess Monroe, Virginia in 1861.
A similar school in Savannah, Georgia, operated under the leadership of a Black woman,
Deveaux, from 1833 to 1865. Deveaux’s efforts to educate Blacks intensified during and
following the war. Historical sources indicate that the schooling of Blacks was
undertaken by slaves and freeman in many southern states, including Louisiana, Virginia,
and South Carolina, before Peake and Deveaux founded their schools. As the Civil War
ended and the Thirteenth Amendment to the Constitution abolished slavery, Blacks
worked in concert with the Freedmen’s Bureau (which officially operated from 18651872) and other altruistic organizations and societies, such as the American Missionary
Association, the National Freedman’s Relief Association, the American Freedman’s
Union, and the Western Freedman’s Aid Commission (Anderson, 1988; Browning, 2011;
DuBois, 2003). Former slaves and freemen sought independence and empowerment
through the pursuit of education. These organizations provided clothes, money,
schoolbooks, and teachers to the emancipated slaves of the South (DuBois, 2003). Such
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was their desire to learn to read and write, that during the war, Black men seeking
enlistment in the Union army in North Carolina would negotiate the terms of their
enlistment with the recruitment officer. One specific negotiation term was that their
children would be taught to read (Browning, 2011). Following the war, freedmen
insisted upon education clauses within their labor contracts with planters (Anderson,
1988). Symbolic of slavery, the inability to read or write served to enslave and oppress
Blacks. Thus, newly freed slaves sought empowerment within educational opportunities
in an effort to assert their independence and sense of autonomy (Browning, 2011).
W.E.B. DuBois (2003) considered the idea of free elementary education for all classes
and the planting of free schooling for Blacks in the South, the greatest success of the
Freedmen’s Bureau during its administration. The Bureau commissioned approximately
six million dollars were commissioned for educational endeavor, of which $750,000 were
provided through the contributions of former slaves. Destitute, but determined, Blacks
donated money earned from their newly established businesses and from performing
services for Union soldiers during the war. For example,
When Yale-educated Rhode Island minister George N. Greene arrived in Beaufort
from New York in October 1863 to open a school, he collected $84.88 from local
blacks to defray operating expenses. Residents of the Pine Grove Settlement,
one of several camps outside of town, raised $95.00 (Browning, 2011, p. 103).
It was during this time that Black colleges such as Fisk, Atlanta, Howard, and Hampton
were established in the South to provide higher education to Blacks. Opposition to the
education of Blacks persisted throughout the South with southerners and former
slaveowners contesting through violent protest.
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The opposition to Negro education in the South was at first bitter, and showed
itself in ashes, insult, and blood; for the South believed an educated Negro to be a
dangerous Negro. And the South was not wholly wrong; for education among all
kinds of men always has had, and will always have, an element of danger and
revolution, of dissatisfaction and discontent. (DuBois, 2003, p. 29)
Following the end of the Civil War, as the northern societies sought to support the
educational development of Blacks in the South through the provision of teachers,
financial contributions, and educational supplies, many white Southerners opposed the
concept of universal schooling. Some poor, white Southerners did not see the purpose for
education and thus, chose not to send their children to school. They contended that they
needed their children’s help at home to support the family. Furthermore, those who
desired an education for their children were adamant that their children would not attend
school with Blacks (Anderson, 1988; Browning, 2011). They also held disdain for
having their children educated by teachers who had come to the South to teach Blacks.
Some families agreed to have their children taught in separate White schools, once they
were built (Browning, 2011).
The Reconstruction Era (1865 – 1875) found a great number of people moving west;
some were disenchanted with the reconciliation of the Confederate states with the Union,
while others were seeking opportunity to rebuild their lives. Consequently, the demand
for schools in the western United States was intensified and the call for teachers was
answered by educational advocate Catharine Beecher.
A member of a prominent New York family, Beecher believed teaching was the
moral calling of women and endorsed female teachers in educating the West. Committed
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to the higher education of women, she founded the Hartford Female Seminary and the
Western Female Institute in Cincinnati shortly after beginning her career as a teacher.
The colleges were established to educate women in the areas of mathematics, science,
and philosophy in preparation for their teaching service (Mondale & Patton, 2001). Such
advocacy at the time was contrary to the societal ideals of a woman’s role and position as
a domesticated wife and mother.
Prior to World War II (1900 - 1945)
Prior to and during World War II (WWII), other educational philosophers and
reformists such as Johann Heienrich Pestalozzi (1746-1827), Friedrich Froebel (17821852), G. Stanley Hall (1844-1924), Maria Montessori (1870-1952), and John Dewey
(1859-1952) greatly influenced the educational community by sharing their views on the
inherent and natural goodness of the child (Berger, 1991). As a result of their influence,
new agencies and professionals focused on activity-based and experiential learning,
which was a departure from traditional education that focused on direct instruction of a
pre-determined set of skills. “Frobel’s kindergartens were brought to the United States
by prominent German immigrant, Margarethe Schurz, and by Elizabeth Peabody and
Henry Barnard” (Berger, 1991, p. 211). Promotion of the kindergarten movement
throughout the United States, contributed to an increase in parent education, and the
promotion of parenting practices (Berger, 1991); thus another shift took place from
parents as educators to parents as students. Once valued as a prominent authority on the
education of their children, parents were now viewed as deficit in their knowledge of
child-rearing and parenting. Under local control, public schools grew in number,
educating students primarily in reading, writing, and math with minimal parental
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involvement. Child-related education courses were offered in public colleges and
universities covering all parenting areas in an effort to promote positive parenting
practices (Berger, 1991). By the 1920s, parent education groups had grown in number,
and according to the Pennsylvania Department of Public Instruction:
Professionals hoped that parent education would help parents learn about proper
ways to rear their children, modify their attitudes toward children, improve their
personal adjustment, understand social and economic issues, verbalize ideas of the
norms of society and their ability to adapt to them, and understand the functions
and purposes of education (as cited in Berger, 1991, p. 214)
Parent education continued to be a principal component of education programs
throughout the United States during the Depression, as families struggled through social
and economic crises of the 1930s. As early as the nineteenth century, child labor laws
attempted to manage child labor , by requiring children to attend school, if only on an
intermittent basis. Not until the Great Depression, however, was federal law was
successfully enacted prohibiting the employment of young children. Widespread
unemployment and compulsory attendance laws kept children in school (Mondale &
Patton, 2001). Overburdened with the increasing numbers of children attending school,
school officials and administrators more regularly used “tracking” and intelligence testing
as a means of managing the cost of education and promoting social efficiency (Ravitch,
2000). During World War II, the public school system continued to expand and
educators were challenged to provide education for the countless number of children
remaining in school beyond the eighth grade. Progressive educators deciding that neither
classical nor vocational education served the needs of the diverse student population
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devised a curriculum revision that endorsed “life adjustment education” (Mondale &
Patton, 2011; Ravitch, 2000). Life adjustment education was a curriculum designed to
address the educational needs of teenage youth. Parents were not an integral part of the
educational reforms that were taking place within the American school system. As
progressive educators and reformers continued to assert their expertise in deciding the
best education for American youth, parents became further removed from the educational
process.
A parallel system of education was taking place in the South. However, in contrast to
the direction that education within the dominant culture seemed to take at the time,
Blacks asserted control of their education. The number of common schools in the South
under control of northern societies and organizations declined as Blacks preferred to
teach in and operate their own schools (Anderson, 1988). Newly emancipated freedmen,
in disagreement with the social and religious instruction provided by the northern
societies’ teachers, sought to decide the nature of their education and establish schools
independent of White control (Browning, 2011). The number of common schools,
including Sabbath schools, operated by Blacks steadily increased as the illiteracy rate
among Blacks decreased.
According to historian Henry Allen Bullock, fourteen southern states had
established 575 schools by 1865, and these schools were employing 1,171
teachers for the 71,779 Negro and white children in regular attendance. School
attendance was not uniform across cities and towns, but it was visible in enough
places to signal a fundamental shift in southern tradition. (Anderson, 1988, pp.
18-19)
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Between 1860 and 1910, the literacy rate for former slaves increased from 5% to
70%. The educational efforts of northern societies shifted to the establishment of normal
schools and colleges in the South. Providing a classical liberal curriculum to Blacks,
benevolent organizations, particularly the American Missionary Association (AMA),
were instrumental in instituting Fisk University in Nashville, Tennessee, Atlanta
University in Atlanta, Georgia, Howard University in Washington, D.C. and Hampton
Institute in Hampton, Virginia (DuBois, 2003). Many educators and leaders, such as
Civil War general Samuel Armstrong, assumed prominent roles in the education of
Blacks. Armstrong, opposed to equal civil rights, equal job opportunity, equal political
rights, and higher education for Blacks, served as the principal of the Hampton Normal
and Agricultural Institute (Hampton Institute) from its inception in 1868 until his death in
1893. Hampton Normal and Agricultural Institute served to train Black teachers to
further Armstrong’s educational, social, economic, and political philosophies.
Armstrong’s philosophies proposed that Black teachers be trained to lead, provide, and
model a moral and industrial education. This education would be provided by the Black
teachers through Black schools and churches. The education would socialize the Black
population to accept a subsidiary role within the American social system, particularly in
the South (Anderson, 1988). Armstrong campaigned for an industrial education for
Blacks that would build moral and social character. He contended that it was not
intended for Blacks to become politicians, lawyers, or doctors; Blacks were expected to
be laborers who needed minimal skill development or academic training (Anderson,
1988).
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Booker T. Washington, regarded for his role as the spokesperson for Black industrial
education, was another educator and leader that served in the education of Blacks in the
South. Denied an education as an enslaved child, his passion for and pursuit of learning
mirrored that of many former slaves following the Civil War. He describes his ardor, and
that of former slaves, for learning in his autobiography, “Up From Slavery”.
Few people who were not right in the midst of the scenes can form any exact idea
of the intense desire which the people of my race showed for an education. I have
stated, it was a whole race trying to go to school. Few were too young, and none
too old, to make the attempt to learn. As fast as any kind of teachers could be
secured, not only were day-schools filled, but night-schools as well. The great
ambition of the older people was to try to learn to read the Bible before they died.
With this end in view men and women who were fifty or seventy-five years old
would often be found in the night-school. Some day-schools were formed soon
after freedom, but the principal book studied in the Sunday-school was the
spelling-book. Day-school, night-school, Sunday-school, were always crowded,
and often many had to be turned away for want of room. (Washington, 2004, p.
11)
An alumnus of the Hampton Institute, Washington embraced the philosophical ideals
and, upon recommendation of his mentor Samuel Armstrong, served as the first principal
of Tuskegee Normal and Industrial Institute from 1881 until his death in 1915. The
collaboration of former slave Lewis Adams and two political leaders seeking re-election
in the State Legislature led to the founding of an all-Black school, the Tuskegee Normal
and Industrial Institute in Tuskegee, Alabama. As an agent of Black people and the
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leader of Tuskegee Institute, Washington gained the confidence and favor of Northerners,
White Southerners, and Blacks during a time of intense racial relations and social
segregation.
Ingratiating himself to Northerners and white Southerners, Washington adopted and
continued to promote the philosophies of his mentor, Armstrong. He assured Northerners
or white Southerners that Blacks were not seeking political or social equality and were
not seeking to become economically competitive with them. Washington became
influential within communities of both races; eventually he served as a leader within the
Black community and a partner with American philanthropists such as Andrew Carnegie,
John D. Rockefeller, and Julius Rosenwald to further the education of southern Blacks
(Anderson, 1988). Rosenwald, president of Sears, Roebuck, and Company, and
Washington developed a relationship and collaborated to assist in further expansion of
education for Blacks in rural areas throughout the South. Working together, Washington
and the philanthropists established some 5,000 schools that served more than 650, 000
Black students in 883 counties throughout the southern United States (National Trust for
Historic Preservation, 2012). As he grew in influence, Washington secured the
confidence of many wealthy and powerful men, and even served as counsel to President
Theodore Roosevelt and President William Howard Taft.
In his position as a respected leader of the Black community, Washington helped to
secure impressive contributions and support for the education of Blacks during the postreconstruction period following the Civil War. Empowered by emancipation, Blacks
played a pivotal role ensuring educational opportunity for their children in common
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schools and institutes of higher learning by donating time, money, and labor (Walker,
1996).
Although Washington held a position of great influence with many Blacks, northern
philanthropists, and white Southerners, he drew criticism from Blacks who considered his
position on educational, political and social policy to be one of accommodation. One
such critic was W.E.B. Dubois, a well-educated, articulate educator and leader who was
born a free man and educated in the North as well as abroad. Calling for political,
economic, and social equality for Blacks, Dubois proposed that classical education found
within institutions of higher education be required for the “talented tenth”, which he
referred to as the most exceptional of the Black race.
Dubois was not opposed to industrial education for Blacks, but believed that such an
education was reserved for the masses of the Black population. This segment of the
population needed the leadership and guidance of the “talented tenth” to lead and elevate
the race (Anderson, 1988). He was in direct opposition to Washington’s ideal that Blacks
forego political, economic, and social equality and focus on economic and moral
development. DuBois respected Washington, and although they both sought the
betterment of Blacks, they did not agree on how such should be achieved. Decades later
when inequalities and racial segregation continued to permeate American society, many
Black parents, and educational officials frequently cited Booker T. Washington as they
made proposals for separate schools and separate classes for Blacks. DuBois’ ideals were
almost never mentioned, and his vision of Black children attending integrated schools
deracinated in the minds of Blacks (Kozol, 1991).
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Free common schooling and the purpose of education for Blacks remained a highly
debated and controversial issue in America. White Southerners were fearful that
providing education for Blacks would make them ill-equipped to serve as laborers and
would encourage them to seek political and social equality. For these reasons and
countless others, Southerners opposed free universal schooling for Blacks and insisted
that Black and white Southern children would never attend the same schools together
(Browning, 2011). The Supreme Court’s Plessy vs. Ferguson decision in 1896
maintained the “separate, but equal” doctrine, further disenfranchising Blacks and
endorsing the legality and fairness of state laws demanding racial segregation. The
decision ensured that public schools would remain segregated.
Black schools were at capacity and nearly two-thirds of Black school age children
were not enrolled in schools due to the limited number of school buildings, lack of
seating, and scarcity of available teachers. White Southern teachers would not teach
Black children and teachers from the North who were part of the Freedmen’s Bureau and
northern societies returned to their homes after the reconstruction period following the
Civil War. Black teachers were in great demand with teaching ratios of 1 Black teacher
for every 93 Black students, ages five to eighteen. The responsibility to train teachers for
Black schools fell upon private normal schools, secondary schools, and colleges. As the
trend within mainstream education to establish normal schools to grow the teaching
profession continued, a similar trend began to develop within Black education. While it
was once widely accepted for Blacks teachers to have little more than a common school
education and, in some instances, less than a high school education, the requirements for
Black teachers progressed (Anderson, 1988).
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After World War II (1945-1958)
The tradition of parent education continued as American society sought recovery
following the Great Depression and World War II (WWII). The Depression and WWII
had taken center stage (Graham, 2005), but each era encompassed parent education that
focused on the latest research and expert advice and recommendations in child-rearing
practices and child-development (Berger, 1991).
Educational professionals and reformers continued to serve as philosopher-kings in
the educational field. “In the 1920s and 1930s, the reformers never doubted that they –
not parents, nor local school boards, not teachers – should decide what should be taught
in the nation’s public schools, and to which group of children” (Ravitch, 2000, p. 163).
There was no consensus among the experts as to what should be taught in the schools.
According to historian Diane Ravitch (2000),
In the first four decades of the century, progressive education had many fractious
components, including the vocational education movement, the social efficiency
movement, the mental measurement movement, the child-centered movement, the
activity movement, the curriculum revision movement, the mental hygiene
movement, and the social reconstruction movement.” (p. 327)
There was neither regard nor consideration for the desires or needs of the family or the
community; their input ceased to be of any importance some time ago. “There was,
however, a growing gap between the profession and the public, which [the public] had
never consented to minimizing the academic role of the schools” (Ravitch, 2000, p. 335).
Educational experts continued to promote professionalization of teaching, creating a
social and cultural divide between parents and teachers. As the public schools became
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agencies of socialization, criticisms arose that they were not meeting students’ needs. By
the end of WWII, the economy was changing and demand for well-educated people grew;
parents became concerned that their children were not receiving the quality education
needed to access jobs and opportunity (Ravitch, 2000). The growing concern of parents
and society reached its height when, in October 1957, the Soviet Union launched Sputnik,
the first space satellite. Americans became even more critical of the educational system
and assumed that the Soviet Union was better educated scientifically and technologically.
As a result of the Sputnik launch, the federal government provided more than a $100
million annually to American public schools for science, math, foreign language, and
technology education at all levels. President Dwight Eisenhower enacted the National
Defense Education Act in 1958 to encourage college study in science, mathematics, and
technology (Mondale & Patton, 2001; Ravitch, 2000). Parents began to demand more
academic education for their children as educators continued to insist that not all children
were “academically talented” and thus did not need an academic education (Ravitch,
2000). Progressive educators maintained advocacy of vocational and life adjustment skill
study; one such advocate and educator was James B. Conant who asserted there was no
fault with public education and changes were not necessary. Conant discouraged the
involvement of parents and encouraged schools to “stand firm against parents who
wanted their children to take academic courses” (Ravitch, 2000, p. 364). Parents
remained exiled from meaningful participation in their children’s education within the
school system.
Blacks remained in segregated schools that were oftentimes desperate for economic
support and for assistance in maintaining the physical facilities and providing instruction.
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Donating money to fund the expenses of the schools, Northern philanthropists fulfilled
the economic needs of small, private schools. Generally, the philanthropists donated to
those schools that instituted an industrial curriculum and education for their Black
students (Anderson, 1988). Black schools that provided academic education to their
students were not typically privileged to the financial contributions of wealthy northern
benefactors. According to historian James Anderson (1988), this practice was customary
as many of the northern philanthropists would have had the Blacks believe that they were
dictating and promoting industrial education for Blacks to placate the white Southerners
and avoid closure of Blacks schools. Anderson contends, however, that reflections of
history have deemphasized and at times, disregarded the fundamental motives of northern
philanthropists to promote industrial education for Blacks for selfish gain and to affect
social structure. The benefactors often insisted the curriculum of the sponsored school be
modeled after the Hampton-Tuskegee example of industrial education; they denied
contributions to schools providing a contrary curriculum.
Philanthropists contributed to small, private normal schools such as the Hampton
Agricultural and Industrial Institute and the Tuskegee Institute that trained teachers in the
industrial education of the Black population in common schools and public, Black
secondary schools. Despite philanthropists’ efforts to influence the education of Blacks
in the South through teacher training, the majority of Black teachers received classical
academic education at four-year colleges. As teacher certification requirements became
more stringent, traditional classical academic education became more desirable.
The education afforded Black students at Hampton and Tuskegee amounted to little
more than a common school education, which did not sufficiently prepare its Black
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graduates to meet the new standards for teacher certification (Anderson, 1988). At the
same time teaching requirements were changing and the needs for teaching training was
being met by four year private colleges and universities, education in more rural areas of
the South was being provided by county training schools. The county training schools
were usually the only opportunity for secondary education for Blacks; alternative choices
when available required families to send their children a great distance away to boarding
schools (Anderson, 1988; Walker, 1996). Black parents were influential in their
children’s schooling. Practicing what DuBois had termed “self-help” in Black education,
Black southerners had adapted to a structure of oppressive education by practicing
double taxation. They had no choice but to pay both direct and indirect taxes for
public education. Southern public school authorities diverted school taxes largely
to the development of white public education. Blacks then resorted to making
private contributions to finance public schools. (Anderson, 1988, p. 156)
Families contributed land, labor, and money to the establishment and operation of Black
county training schools and high schools (Anderson, 1988; Walker, 1996). Black schools
were also founded with the assistance of the Julius Rosenwald Fund, which contributed
financially to the building of thousands of schools throughout the South. The schools
were known as the Rosenwald Schools (Anderson, 1988).
Many individuals believed that the Rosenwald Fund provided a majority of the
funding for buildings, grounds, and equipment; in fact, less than one-sixth of the costs
were covered through such contributions. School districts became accustomed to the
financial contributions of Black families towards the education of their children. , When
submitting requests for textbooks, supplies, and operational assistance, they came to
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expect that the families would continue to provide financial contributions to the schools
(Walker, 1996). Committed to the education of their children, Black families not only
provided financial contributions to the schools, but they also advocated for and gave
voice to the needs of the students and the school appealing to local school boards and
soliciting financial assistance from northern philanthropists (Anderson, 1988; Walker,
1996). Enduring great sacrifice and oppression, Blacks participated in collective social
action and made definite gains in developing their educational system (Anderson, 1988).
Before Desegregation
Did parents simply acquiesce during their deportation from the educational
community? The research literature would suggest that they did not. They were
activists. They sought to advocate for their children. “The increasing separation between
parental control and public school was perceived by parents. Mothers sought
intervention and formed the National Congress of Mothers (NCM) in 1897” (HiattMichael, 1994, p. 254). This group brought their issues and concerns to the school
principals; participated in parent education; studied school curriculum, child growth and
development; and encouraged active parent involvement in the schools. Their efforts
were local, state, and national and helped to form the basis of the organization that later
came to be known as the PTA (Parent-Teacher Association). According to Berger
(1991), this particular woman’s organization, referred to as the Congress of Parents and
Teachers, named the PTA (1897), was formed around the same time as the American
Association of University Women (AAUW) (1882) and the National Association of
Colored Women (1897). The parent group served to bridge the home-school gap,
providing a necessary connection. Parents of all social classes attended monthly
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meetings heralded as mandatory community events (Hiatt-Michael, 1994). The PTA is
one of the parent organizations that exist today in many schools serving the teaching and
learning community, supporting student learning and achievement, and providing
outreach to the surrounding neighborhood community.
Parents advocating for their children’s education and for a more academic curriculum
preceded the launch of Sputnik. Sputnik served as the catalyst that placed concern for the
quality of education at the center of American debate. Between 1890 and 1920, as more
than 18 million immigrants emigrated from northern and southern Europe, America’s
population redoubled (Mondale & Patton, 2001). Furthermore, as a result of the baby
boom, an annual four million children were entering elementary schools between 1945
and 1955 (Graham, 2005; Mondale & Patton, 2001). The population growth, represented
by newly arrived immigrants, the provision of public schooling beyond eighth grade, and
the increasing numbers of Blacks attending school presented the school system with the
challenge of educating an overwhelming number of students. Parents, particularly those
of immigrant youth, believed that education would provide their children with the skills
necessary to pursue opportunity and success in America. Thus, they encouraged their
children to work hard and do well in school (Graham, 2005). Educators convinced that
the only way to address the diverse needs of the ever-growing student population was to
restructure and reorganize the educational curriculum, implemented industrial education,
vocational training, and “life adjustment education” in public schools (Graham, 2005;
Mondale & Patton, 2001; Ravitch, 2000). According to Graham (2005) many parents
were content with their children’s education, but for some families vocational training
and life adjustment education was not acceptable. She illustrates,
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If a school failed to teach the child successfully in Brooklyn, and many did, the
child had lost a prime chance in life. Those communities did not seek adjustment
to the status quo for their children but rather access to better educational
programs, and they hoped, as a result, for a better life for their children. (Graham,
2005, p. 97)
With great concern and resolve, parents brought their issues regarding the
bureaucracy of the school system before the courts and demanded to be heard. Such legal
cases included Méndez et al. v. Westminster School District et al. (1946), Delgado et al.
v. Bastrop Independent School District of Bastrop County et al. (1948), and Aaron v.
Cook (1950). Méndez et al. v. Westminster School District et al. (1946) is a federal court
case, which challenged the constitutionality of racial segregation within schools in
Orange County, California. Filed on behalf of Gonzalo Méndez, his three young children
Sylvia, Gonzalo, and Geronimo and 5,000 Mexican American parents, the case laid claim
that segregation of Mexican and Mexican American children based on race into separate
“Mexican” schools violated the children’s Fourteenth Amendment right to equal
protection and an equal education (Blanco, 2010; Strum, 2010). According to Blanco
(2010) and Strum (2010), Méndez v. Westminster was considered the first court case to
regard segregation as unconstitutional in violation of the Fourteenth Amendment of the
Constitution. It is intriguing to note that the court “in a published opinion which lists
Thurgood Marshall as counsel for the NAACP below David C. Marcus for the plaintiffs
stated that ‘enforcing the segregation of children of Mexican descent violated the
Fourteenth Amendment and denied them equal protection’” (Blanco, 2010, p. 4). In the
Méndez decision, Judge Paul McCormick concluded:
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…equal protection is not provided by furnishing in separate schools the same
technical facilities, text books and courses of instruction to children of Mexican
ancestry that are available to the other public school children … segregation
fostered antagonisms in the children and suggests inferiority among them where
none exists. (Blanco, 2010, p. 4)
Delgado v. Bastrop (1948) is another school desegregation case that further highlights
families’ advocacy for their children’s educational rights. Filed on behalf of twenty
Mexican American children by ten Mexican descent parents and grandparents, the case
focused on racial segregation in Texas. In this particular dispute the families sued four
school districts in central Texas and their educational administrators, superintendents, and
school boards because the school districts excluded Mexican American children from
local White schools, compelling them to attend Mexican schools (Behnken, 2012). The
lawsuit charged that segregation of the Mexican American children was unlawful and that
the children had been denied equal instruction, facilities, and services. Judge Ben Rice
supported the assertion, although under the ruling separate classes for first grade were
permitted on the same campus for purposes of instructing non-English speaking students
(Allsup, n.d.).
Thurgood Marshall had a connection to the Delgado v. Bastrop case also. Serving as
special counsel for the NAACP’s Legal Defense and Education Fund, Marshall was in
communication with George Sanchez, professor of history and philosophy of education at
the University of Texas, a leader within the Mexican American community. Recognizing
that the African American and Mexican American communities shared similar challenges
and discriminatory experiences, Marshall contacted Sanchez requesting affidavits of the
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researchers from the Delgado et al. v. Bastrop et al. Independent School District (1948)
school desegregation case (Behnken, 2012). The testimonies would serve to assist in trial
preparation and development of the school desegregation campaigns (Behnken, 2012).
Aaron v. Cook (1950) served as an illustration of parents’ active engagement in their
children’s education as well. Austin Walden, Georgia’s only Black civil rights attorney
filed the lawsuit on behalf of two hundred Black children and families. The case details
that the students were denied equal educational privileges and opportunities that were
afforded Atlanta’s 32,000 White students (O’Brien, 1999). A desegregation case in
which the plaintiff asserted that the Atlanta, Georgia school board and its administrators
had denied more than 20,000 African American, primary and secondary school students’
equal protection under the Fourteenth Amendment of the Constitution, Aaron v. Cook
(1950) would never see trial. The controversial and highly debated case would lay
dormant for six years before being dismissed in 1956 for lack of prosecution. Although
the case did not succeed in desegregating the Atlanta schools, it served as an impetus for
equalization of education for Blacks in Georgia (O’Brien, 1999).
In each of these instances parents actively advocated for the educational rights of
their children. They sought judicial support and relief in providing their children with
equal educational opportunity and privilege. Keenly aware that their children suffered
harm and damage from racial segregation and exclusion, families persisted in the pursuit
for equality for their children. The cases are significant not only in that they highlight the
advocacy role that parents played in their children’s education, but in part because of the
historical importance of the connection of these cases to that of Brown v. Board of
Education of Topeka, (1954). The collective of the cases would later serve to inform
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Brown v. Board of Education. Blanco (2010) explained that “…[the] Mendez case was
critical to the strategic choices and legal analysis used in arguing Brown … [it] also
symbolized the important crossover between different ethnic and racial groups who came
together to argue in favor of desegregation” (p. 2).
After Desegregation
Court cases, such as Brown v. Board of Education (1954), in which the courts found
that separate schooling did not provide equality of education; and Lau v. Nichols (1974),
in which it was determined that Chinese students with limited English proficiency had
also been denied equal educational opportunity, illustrated the active engagement of
parents and families in securing educational opportunity for their children (Berger, 1991;
Hiatt-Michael, 1994). Additional court challenges in which parents petitioned and
campaigned for their children included Serrano v. Priest, and Pennsylvania Association
for Retarded Children v. Commonwealth of Pennsylvania. Serrano v. Priest, involving
three cases [Serrano I, (1971), Serrano II (1976) and Serrano III (1977)] referred to the
California Supreme Court on behalf of John Serrano, a Los Angeles public school parent,
which resulted in a decision ordering state-wide equalization of school funding (HiattMichael, 1994). “The ruling on Pennsylvania Association for Retarded Children v.
Commonwealth of Pennsylvania [1971] led to legislation for equal access for
handicapped children” (Hiatt-Michael, 1994, p. 255). Each of the cases was decided on
grounds of equal protection under the Fourteenth Amendment.
Parents continued to increase their involvement in their children’s education. Racism
remained prevalent in the United States, even after legalized segregation and Jim Crow
laws were ruled unconstitutional; and poverty continued to rob the most innocent of
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experience and opportunity. About this time, Michael Harrington illustrated the plight of
America in his book, The Other America (Berger, 1991). Reacting to Michael
Harrington’s writings in The Other America, and Dwight MacDonald’s “Our Invisible
Poor”, President John Kennedy declared a national ‘war on poverty’ (“Head Start is
established”, 1965). Educational efforts were integral to President Kennedy’s ‘war on
poverty’ campaign, as his desire to address the economic and social dilemma that
America faced became a central and fundamental concern for his administration.
However, before his efforts could be fully realized, Kennedy was assassinated.
Assuming the reigns of leadership following the President’s death in November 1963,
and capitalizing upon the momentum generated by President Kennedy’s antipoverty
movement, Vice-President Lyndon Johnson signed the Economic Opportunity Act of
1964. Head Start, authorized by a single line in the act, was created and designed to
address and assist the educational, health, and social needs of disadvantaged children,
specifically four- and five- year olds, and their families (Williams, n.d.). This social and
educational program was designed, “to give poverty-stricken disadvantaged youngsters a
chance to fill the cultural void that had been keeping them from beginning school on an
even footing with their middle-class cohort. The program’s aims were grand: to attack
poverty, raise educational levels, and narrow the chasm that separated whites and blacks”
(Williams, n.d., para. 3). A sense of urgency developed as two Americas were emerging,
one foreshadowed to be dependent on the other. In an effort to provide opportunity to all,
leaders believed it was essential to find a way to address the critical concerns affecting
society.
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One of the dominant ideas guiding the War on poverty was the proposition that
people, particularly poor people, felt estranged and politically powerless. They
needed to be reconnected with their immediate community and to interact with a
political system that would hear them and respond to them. This would give poor
people a new sense of hope and revitalize them. Thus, some planners of Head
Start saw the value of preschools principally as institutions that would bring
parents together, enable them to recognize shared concerns, and mobilize them.
Head Start programs would be a stimulant to community action (White & Buka,
1987, p. 66).
The Head Start program focused on the family as a unit. “Services for health, social
concerns, and career ladders were included in these programs” (Berger, 1991, p. 215).
Parents serving as active participants and decision-makers within the Head Start program
felt empowered in their abilities to support and influence their children’s education.
Research in the field of child development and student achievement supported the
decisions and actions of the parents and families to become more involved in the
education of their children. Research literature cited findings of increased student
attitude, performance and achievement (Berger, 1991).
Parent involvement soon became central in many other federal programs, such as
Parent and Child Centers, Head Start, Parent Child Development Centers, and Title I.
Additionally, for a specified time prior to the Reagan administration; parental
involvement was mandated and required on many boards (Berger, 1991). Such
requirements then became recommendations, particularly within the field of special
education. Parental involvement and support in the development of students’
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individualized education programs (IEP) and family and individualized family service
plans (IFSP) was considered important and thusly, “An amendment, Public Law 89-199
(PL98-199), provided for parent training to increase the effectiveness of parents working
with the staff at their child’s school” (Berger, 1991, p. 215). Parent education continued
to be a central idea in the educational arena, and parents were becoming increasingly
more active and involved in the education of their children. Training continued to be
provided to families and parents through Title I, early childhood programs, and other
district-wide and school-based programs. Parent involvement was a required component
of the family’s participation in many federally funded programs. “Involving families in
their children’s education is not only a legal requirement in special education, it also
predicts academic achievement, social and emotional development, and a variety of other
positive outcomes for all children” (Howland, Anderson, Smiley, & Abbott, 2006, p. 47).
Additionally, schools provided parents who were English language learners with classes
in English, nutrition classes, literacy classes, and parenting and child-rearing classes. In
many instances, parents were provided the opportunity to serve as teachers, leading
classes, sharing their knowledge and teaching other parents. Parents asserted themselves,
seeking avenues through which to build and strengthen relationships with their children’s
schools. “Information generated by Head Start and other federally funded research
studies promoted parental involvement in these programs. Forms of parental involvement
included serving on advisory boards, acting as teacher assistant[s] in the classroom,
participating in school events, working in the school office, and other related school
activities, and participating in parent education classes” (Hiatt-Michael, 1994, pp. 255256).
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At the time that the war on poverty declaration was issued, research findings were
promoting the importance of parental involvement, and federal programs were engaging
parents within the school community. In response to the Civil Rights Act of 1964, the
U.S. Department of Education commissioned James Coleman, leading American
sociologist, and a host of other scholars to write a report on educational equality within
the United States. The 737-page report entitled Equality of Educational Opportunity or
more notably, “The Coleman Report” was issued in 1966. Considered one of the largest
and most important educational studies of its time, the report sparked controversy and
debate. In 1967, David Blumenthal reported in “The Harvard Crimson” that Congress
had expected that the “Coleman Report” would be a conventional report on segregation
and financial and facility inequalities amongst minority and majority students and their
schools. Blumenthal, however, explained that the report emphasized several key factors
associated with the low achievement of minorities, school facilities being the least
influential and sociological factors being the most important. He further explained that,
“Coleman himself made no attempts to formulate Policy, but the Report's implications
are obvious. It makes the strongest case ever for integration” (Blumenthal, 1967, para.
13).
Of central importance within the Black community, was the landmark case of Brown
v. Board of Education of Topeka (1954), which combined five desegregation cases that
were unsuccessfully defended in the lower courts. The five cases included Belton v.
Gebhart [(Bulah v. Gebhart) 1951] in Delaware, Bolling, et. al. v. C. Melvine Sharpe, et.
al. (1951) in Washington, D.C., Briggs v. R.W. Elliott (1951) in South Carolina, Brown
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et. al. v. The Board of Education of Topeka, et. al. (1950) in Kansas, and Davis, et. al. v.
County School Board of Prince Edward County (1951) in Virginia.
Advocacy continued to define parent engagement and participation in education.
Brown v. Board of Education highlighted that advocacy. For years, Blacks had
endeavored in search of educational equality; believing that parity in school funding and
facilities on par with White schools would secure educational opportunity for their
children. Educational reformers, northern philanthropists, and leaders within the Black
community had pursued an educational equality short of desegregation. The intent of
Black parents and Black leaders in Brown v. Board of Education was to confront the
racial oppression, discrimination, and segregation that served to limit educational,
economic, social, and political opportunity. They sought to transform race relations in
America (Patterson, 2001).
Although many Black leaders resisted such an assertive action, Thurgood Marshall,
who served as chief counsel for Brown v. Board of Education and his team of attorneys
were resolved to challenge segregation (O’Brien, 1999; Patterson, 2001). The unanimous
ruling of the Supreme Court overturned the separate-but-equal doctrine of Plessy v.
Ferguson (1896) and declared state-sponsored school segregation unconstitutional. The
ruling received mixed reaction. Supporters of Brown, who held high expectations that
racial oppression and discrimination would be dismantled by the court’s decision,
heralded the declaration as a conduit for social change. Those who promoted and
supported segregation, mostly white Southerners, violently opposed the court’s decision
and indefinitely shut down schools throughout the South (Patterson, 2001).
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Brown v. Board of Education did not immediately de-systematize the educational,
political, economic, and social disadvantages that had become ingrained into the fabric of
society. Consequently, as racism, discrimination, and segregation continued to prevail,
the initial enthusiasm that surrounded the decision would give way to discouragement
and confusion (Lightfoot, 1980; Patterson, 2001). Lightfoot (1980) explained in
“Families as Educators: The Forgotten People of Brown” that,
The solutions lacked an awareness of the complex, multifaceted processes of
education and negated the strong, enduring, resistive qualities of institutional and
cultural inertia. Most important, although the Brown decision focused on
schooling, it disregarded the development of children and the perspectives of
families and communities.” (p. 4)
While the Supreme Court ruling called for an end to school segregation, it did not
provide a strategic blueprint for the implementation of desegregation (Graham, 2005;
Patterson, 2001). As a result, segregation would continue to be practiced for more than a
decade after the Brown decision (Walker, 1996).
The consequences of Brown were significant for setting the stage for civil rights
activism that led Congress to approve The Civil Rights Act of 1964, the Voting Rights
Act of 1965, and the Elementary and Secondary Education Act of 1965 (Patterson, 2001).
The Civil Rights Act of 1964 prohibited discrimination on the basis of race, color, sex,
religion, or national origin. The Elementary and Secondary Education Act of 1965
restricted federal assistance to educational systems practicing de jure racial segregation
(Patterson, 2001). More than fifty years following the Brown decision, Jonathan Kozol
illustrated the pervasiveness of segregation and resegregation in his work with children in
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inner-city schools. In theory, Brown v. Board of Education intended to end statemandated racial segregation within the American public school system, but had not yet
fulfilled the promise of educational equality and opportunity (Epperson, 2005; Graham,
2005; Patterson, 2001; Walker, 1996). Segregation and resegregation made the isolation
of Black and Hispanic children absolute.
In Chicago, by the academic year 2000-2001, 87 percent of public school
enrollment was black or Hispanic; less than 10 percent of children in the schools
were white. In Washington, D.C., 94 percent of children were black or Hispanic;
less than 5 percent were white. In St. Louis, 82 percent of the student population
was black or Hispanic by this point, in Philadelphia and Cleveland, 78 percent, in
Los Angeles 84 percent, in Detroit 95 percent in Baltimore 88 percent. (Kozol,
2005, p. 8)
Parents’ advocacy for educational equality for their children would continue to direct
parent involvement efforts. Educational equality cases such as Williams v. State of
California (1999), Renee v. Duncan (2007), and Reed v. State of California (2010),
outlined within the National Access Education Network, represented examples of recent
litigation initiated by parents to secure equality and opportunity for their children.
Williams v. State of California (1999) was a school funding case filed on behalf 100
students in San Francisco County. The case made claims against the State of California
and the California Department of Education for failure to provide equal access to quality
educational facilities, instructional materials, and qualified teaching staff.
There were many challenges throughout the case and rather than proceeding to trial, a
court-approved settlement was reached between the parties, wherein several provisions
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were made to address access. The provisions included allocations of $800 million dollar
for facility repairs, $140 million for instructional materials and supplies for the 20042005 school year, and guidelines and procedures for the certification of teachers. In
Renee v. Duncan (2007), suit was filed against the United Stated Department of
Education challenging the highly-qualified classification assigned to intern teachers in
training who served populations of low-income and minority students in California.
Initially, it was determined that the plaintiffs’ case lacked merit, but in October 2010,
the Ninth Circuit Court of Appeals ruled that intern teachers could not be classified as
highly-qualified under the No Child Left Behind standards. Reed v. State of California
(2010) illustrates a complex case in which the state’s financial crisis resulted in the
dismissal of thousands of teachers from Los Angeles Unified School District (LAUSD),
the second largest school district in the country. The plaintiffs, represented by three
families of LAUSD, challenged that the teacher layoffs disproportionately affected
minority student populations, students of poverty, and English language learners at three
middle schools in the district, which therefore violated equal education, protection, and
privilege under the state’s constitution. The reduction in force of the teachers at the
schools in these particular communities resulted in the hiring of long-term, substitute and
re-hired teachers who lacked the qualifications and certifications to teach in their
assigned subject areas. The court issued a temporary injunction preventing teacher
layoffs of similar student populations at 45 LAUSD schools. In January 2011, the court
approved an agreement between the parties involved in the litigation regarding the
teacher layoffs. In May 2011, an appellate court dismissed the agreement. These cases
regarding educational equality and opportunity support parent advocacy and involvement
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in education, although they depart from the traditionally defined parent involvement
models and standards provided by educational experts Epstein (2010, 1995) and the
National Parent Teacher Association (2012). Horvat, Curci, & Partlow (2010) noted,
however, that parent advocacy can present challenges within the educational setting.
Although parents are most often driven by a desire to secure the best possible
education for their children, school officials must be concerned about the welfare
of all the children in the school. And although parents are often called their
children's first teacher, most school officials view the academic realm to be solely
under their purview once the children enter school, despite the fact that parents are
often held accountable when children do not succeed in school. (Horvat et al.,
2010, pp. 702-703)
Research literature has provided evidence of benefits, such as student success, that are
associated with parent involvement and relationships between families and schools
(Auerbach, 2007; Bailey, 2006; Borg & Mayo, 2001; Epstein, 1999; Dearing, Kreider,
Simpkins, & Weiss, 2008; Dearing, Kreider, Simpkins, & Weiss, 2006). As Henderson
and Mapp (2002) explained, “The evidence is consistent, positive, and convincing:
families have a major influence on their children’s achievement in school and through
life” (p. 7). The literature highlights how parents have been engaged in their children’s
education throughout the course of history (Anderson, 1988; Berger, 1991; Browning,
2011; Edwards, 1993; Fields-Smith, 2005; Graham, 2005; Kaestle, 1983; Walker, 1996).
For Black families, parent involvement and educational engagement has often taken the
form of advocacy. From the days of slavery through the fight for freedom and into the
period of the Reconstruction Era following the Civil War, Blacks have sacrificed their
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lives to secure the education of their children and have persisted through times of
segregation and desegregation to ensure opportunity for their families. What were the
perceptions of parents’ involvement during times of segregation and desegregation?
Edwards (1993), Fields-Smith (2005) and Walker (1996) detailed the various ways in
which Black parents have been involved in their children’s schooling and education prior
to and following segregation and the Supreme Court case of Brown v. Board of
Education.
In this community, many parents were not silent victims of an oppressive system;
instead, through a variety of roles they actively participated in providing resources
for their children. They supplied stage curtains, band uniforms, pianos, and much
more to support the academic and extracurricular program. They donated the first
bus to be used in the transportation of African American children and later bought
another bus back from the county for transporting their children to extracurricular
activities. (Walker, 1996, p. 200)
Walker (1996) expanded on the importance of parent advocacy and the involvement
of Black parents lobbying for a Black high school for their children, which included
construction of new buildings and requests for new school facilities. Walker framed the
involvement of parents by noting the various ways they chose to participate, which
served to establish a connection to the school. “Concurrently, they demonstrated their
involvement in school in ways that ranged from silent support of schooling to attendance
at PTA and other school functions” (Walker, 1996, p. 200).
Black parent involvement prior to segregation was portrayed as active and
collaborative. Relationships between families, teachers, and administrators were
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established through mutual respect, trust, and shared responsibility. Parents possessed a
sense of belonging and ownership within the school system; they communicated and
worked with schools to establish a governance structure that focused on and served the
needs of the children (Edwards, 1993). Following the desegregation mandate issued
through the Brown decision, the de facto segregation, and the resulting resegregation
within low-income, high-poverty, and at-risk communities, parents faced challenges and
barriers that prevented or discouraged parent participation. According to Edwards
(1993), barriers preventing Black parent involvement were varied and included school
perceptions of the Black family: “Some school personnel believed that African American
parents did not support or reinforce their children’s school achievement” (Edwards, 1993,
p. 360).
An additional barrier to parent participation was the manner in which the school
enlisted the support of families; schools communicated by written correspondence, which
proved to be ineffective due to the varied levels of functional literacy of’ some of the
low-income families (Edwards, 1993). Auerbach (2007) and Lareau and Horvat (1999)
analyzed Black parent involvement and found that parental involvement was socially
constructed according to race and class. They explained that the social construction of
parent involvement privileges the dominant culture; a preference for such parent
activities has served to exclude Black parents from active participation in their children’s
education within the school community. Lareau & Horvat (1999) note that the
relationship between an individual’s social, cultural, and/or economic capital and the
ability and skill to activate said capital to promote advancement is important and warrants
researchers’ attention. Attention to how low-income, at-risk communities and the
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individual members therein are able to activate and utilize their capital to effectively
engage in their children’s education is beyond the scope of this study, but remains a
complex component of parent involvement and the perceptions of parents’ involvement.
Reiterated, this particular study focuses on the perception of Black parents’ role in the
education of their children in such a community in Las Vegas, Nevada within segregated
and desegregated contexts.
Segregation and Desegregation in Las Vegas
Las Vegas, Nevada is located in Southern Nevada, approximately 425 miles south of
Carson City, the capital of the state of Nevada. It was estimated in the 1980s that by the
year 2000 the metropolitan area would exceed a million people (Elliott, 1987). An urban
community with a city population of 589, 756 people and a metropolitan population of 1,
951, 269 people, Las Vegas is the most densely populated city in the state. Recognized
as The Entertainment Capital of the World, the city is renowned as a gambling resort and
vacation destination. Las Vegas is “one of the most popular tourist attractions in the
United States, attracting 12 million people annually” (Elliott, 1987, p. 348).
Founded in 1905, Las Vegas was primarily a railroad town until construction of the
Hoover (Boulder) Dam began in 1931 (Paher, 1971). The local railroad crews employed
several Chinese, Hispanic, and Black men, but the number of minorities at the time was
small. “By 1910, there were less than twenty blacks in Las Vegas… [and] by 1925, there
were about fifty blacks in Las Vegas. Most men were attached to the railroad as porters
or repairmen, although a few served as custodians or in other menial capacities”
(Moehring, 2000, pp. 173-174). The New Deal (dam) project drew many new residents
to the surrounding area, seeking employment with Six Companies, Inc., a consortium of
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companies contracted to build Boulder Dam. The construction company, however,
assumed an unspoken policy, excluding the hiring of Blacks. This policy prompted
Blacks to enlist a desegregation campaign against the dam project through the Colored
Citizens’ Labor and Protective Association of Las Vegas. The campaign ultimately led to
the hiring of ten Blacks by the dam construction company; a number that grew to merely
forty-four individuals by 1936 in comparison to the employment of over twenty thousand
Caucasian men (Moehring, 2000).
Dam spending powered the early economy. Between 1930 and 1939, Washington
pumped over $70 million into the area. Of this amount, $19 million went to build
Boulder (later Hoover) Dam and Boulder City. Franklin Roosevelt’s New Deal pledged
millions more to outfit Las Vegas with new streets, sewers, and other improvements”
(Moehring, 2000, p. 14). Boulder City was eventually built to house the initial 5,000
construction workers employed at the dam site. Las Vegas, a sixty-mile round-trip
commute, proved to be too far from the construction site for daily travel. Las Vegas,
however, was certain to benefit from the shipping and storing of building supplies for the
dam project (Moehring, 2000). Hoover Dam drew hundreds of thousands of tourists to
the area and to Las Vegas. By 1933 the dam had drawn 132,000 people; in 1934 that
number increased to 265,000. Consequently, the draw brought 230,000 people to Las
Vegas in 1933 and 300,000 in 1934. The totals continued to rise yearly as visitors
flocked to the construction site of Hoover Dam. As the tourist trade grew so did the
number of individuals relocating to the surrounding areas of Las Vegas and Las Vegas.
The building of the magnesium plant, Basic Magnesium in 1941 during World War II
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and the air gunnery school and range (which later became Nellis Air Force Base) brought
more Blacks to Las Vegas (Moehring, 2000).
Although racial separation was not a pressing concern in the days of the railroad,
primarily because the Black population in Las Vegas was limited in size, Blacks lived
mostly downtown near Block 17. However, in 1931, when gambling became legalized,
Blacks once considered regular customers in local taverns became ostracized and were
banned from the establishments as the taverns converted to clubs in competition for
tourists’ business. “…tourists (many of them southerners transplanted to California)
increasingly expected southern Nevada to mirror the Jim Crow atmosphere of not only
Dixie but the rest of the nation. In response, Freemont Street clubs increasingly barred
‘negroes’ from the bars and gaming tables” (Moehring, 2000, p. 175).
Prior to World War II, the Black population in Clark County, Las Vegas was no more
than 178 individuals, however as the Black population expanded, so did the concerns of
the Caucasian residents of Las Vegas, and Blacks were effectively relocated from
downtown to West Las Vegas, also known as the Westside. By 1942, the Black
population exceeded 3000 men, women, and children. As opportunity in Las Vegas grew
with the resort city’s hotels, clubs, and restaurants, and the building of Basic Magnesium
Inc., the Black population continued to increased; by 1955, 16,0000 Blacks lived in West
Las Vegas (Moehring, 2000). And as the Black population increased so did the racial
tensions and the segregationist movement.
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Segregated Schooling in Las Vegas
Education of Blacks in West Las Vegas
As a part of the Southwest state with the “most rapid population growth in the U.S.”
(Orfield & Lee, 2006, p. 23), the Clark County School District (CCSD) has been one of
the fastest growing K-12 systems in the U.S. and remains the fifth largest school district
in the United States with an enrollment of more than 308,000 five- to seventeen-year olds
(National Center for Education Statistics, 2012). CCSD educates more than 70% of
students in Nevada. Situated in the Las Vegas Valley in Southern Nevada, CCSD serves
all of Clark County, Nevada including the cities of Las Vegas, North Las Vegas,
Henderson, Boulder City, and Mesquite. CCSD also serves students in Mt. Charleston,
Laughlin, Indian Springs, Sandy Valley, Moapa Valley, Blue Diamond, Logandale,
Bunkerville, Goodsprings, and Searchlight.
With a population of racially, ethnically, and linguistically diverse students, CCSD
serves families of distinct backgrounds. CCSD’s 309, 749 student population is 51.5 %
male and 48.5% female. Hispanic students comprise 42.1% of the student population,
while Caucasian students comprise 31%, African American students comprise 12.4%,
and Asians 7.1%; students identifying themselves as multi-race compose 4.7% of the
student population and American Indian and Alaskan Natives 0.6% (Clark County School
District Accountability Report, 2010-2011 School Year). The students represented in the
Clark County School District speak more than 145 different languages. The
demographics are ever-changing as the student population remains a “majority-minority”.
“For example, at the time the current school aid formula was adopted, 95 percent of the
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students in the district were white. Now, 42 percent are Hispanic, 32 percent are white,
12 percent are black and 7 percent are of Asian descent” (Ryan, 2011).
More diverse in its present population, at the height of the controversy surrounding
desegregation, Las Vegas was racially separated and most Blacks lived on the Westside.
Consequently, when attorney Charles Kellar formally filed a class action lawsuit against
CCSD (Kelly v. Mason) in 1968 regarding school desegregation, the student population in
each of the six elementary schools on the Westside was 97% Black. Of the 1,359
teachers employed in Clark County School District elementary schools, 102 were Black;
of those 102 Black teachers, 83 taught in the Westside elementary schools. Educational
segregation permeated the lives of all Las Vegas community residents. Nevada was “ a
state that had the only large city-suburban desegregation plan in the West, covering the
Las Vegas metropolitan area, which is served by one of the nation’s largest and most
rapidly growing school systems—Clark County” (Orfield & Lee, 2006, p. 24). That
desegregation plan, known also as the Sixth Grade Center Plan, was implemented in 1972
as an order of the Court to desegregate schools in Las Vegas. The desegregation plan
involved busing Caucasian children from outside of West Las Vegas to the Westside to
attend the sixth grade centers (the Westside elementary schools), which housed
kindergarten and sixth grade students. Black children in grades first through fifth were
bused outside of West Las Vegas to attend other community schools. Black students
were already being bused out of West Las Vegas for middle school and high school.
The discussion of segregated and desegregated education in West Las Vegas schools
has been one that has been taking place for more than forty years. Parents, educators, and
community members have engaged in civil rights enterprises of critical significance.

58

Participation in and support of Kelly v. Mason (1968), Kelly v. Brown (1970), and Kelly
v. Guinn (1972) is one example of the countless ways in which parents and other
educational stakeholders have been involved in the education of their children and the
children of the West Las Vegas community.
Sixth Grade Center Plan of Integration
The Sixth Grade Center Plan was implemented in 1972 and in place for more than
twenty years when Black parents called for a return to neighborhood schools. Kermit R.
Booker, Sr. Elementary School (1954), Kit Carson Elementary School (1956), CVT
Gilbert Elementary School (1965), Matt Kelly Elementary School (1968), Jo Mackey
Elementary School (1964), Madison Elementary School (1952), and Quannah McCall
Elementary School (1960) served as the sixth grade centers for the school’s district’s
school desegregation plan. The Sixth Grade Center Plan schools later became the Prime
6 elementary schools: Kermit R. Booker, Kit Carson, H. P. Fitzgerald, Matt Kelly,
Quannah McCall and Wendell Williams (formerly Madison).
The schools were designated and reorganized as the Prime 6 schools by Clark County
School District in August of 1993 in the Prime 6 Phase II Proposal to the United States
Department of Education within the Application for Grants under the Technical
Assistance for Schools Assignment Plan. All of the sixth grade centers were located in
West Las Vegas. For many years, Black parents and families held concern regarding the
busing of their young children to schools outside the West Las Vegas community. The
burden proved to be overwhelming. Of paramount concern were the distance and the
duration of time that the children spent commuting back and forth to the outlying
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elementary schools. With so much time spent on the bus students were afforded less time
to engage in social activities and study and complete their homework.
There was also the issue of parent and family involvement. Distances being a
contributing factor, families were challenged to attend school functions, activities, PTA
meetings, and parent-teacher conferences or simply to visit the school campus.
Additionally, students felt excluded – limited in opportunity to participate in after-school
activities and functions, clubs, and school sports because bus transportation was not
provided for after-school extracurricular activities. Margaret Cahoon, principal at Kit
Carson Sixth Grade Center, shared her concerns, “We’d like their parents to come over
here and help us and many are willing to come. But because this is not a neighborhood
school, it’s hard for some of them to get here” (as cited in Kuzins, 1980, p. 5A). As
difficult as it was for Caucasian parents to travel to the Westside to participate within the
school communities at the sixth grade center schools, it was equally as difficult for Black
parents to travel to community schools outside of their neighborhoods to participate in
their children’s schools.
Parents and teachers, families and schools, strangers to one another; students
displaced in their own schools. The situation remained as such for decades until Clark
County School District implemented Prime 6 schools in 1994 as a part of the school
district’s revised desegregation plan. With an end to court-supervised, mandatory
desegregation busing programs across the nation, the sixth grade center schools would
return to neighborhood elementary schools (becoming Prime 6 schools) providing
education and services to students pre-kindergarten through fifth grade. To address
issues of perceived resegregation and to promote diversity, families would be given
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choice and option to have their children attend an assigned school (for which
transportation would continue to be provided), attend one of the neighborhood Prime 6
schools, or participate in a local magnet program.
Consequently, Mabel Hoggard Elementary School became a math and science
magnet school, and was established as Mabel Hoggard Math and Science Magnet School
in 1993; the first elementary magnet school in Las Vegas. According to the U.S.
Department of Education (2008) statistics, Hoggard Magnet serves a school population of
412 students of diverse demographics: 35% Hispanic, 34% Black/African American,
20% White, 10% Asian, and 2% Native American. 44% of the students qualify for free
or reduced-price lunch and 23% are English language learners or limited-English
proficient.
In 1994 CVT Gilbert Elementary School became CVT Gilbert Magnet School for
Communication and Creative Arts. According to Gilbert’s 2010-2011 school
accountability report, the school serves a school population of 470 students. Student
demographics indicate that 38% of the students are Hispanic, 23% are Black/African
American, 29% are White, 3% are Asian, and 6% are Multi-racial. 53% of the students
qualify for free or reduced-priced lunch and 18% are English language learners or
limited-English proficient.
Jo Mackey Elementary School is now Jo Mackey Academy of Leadership and Global
Communication. The 2011-2012 accountability report indicated a school population of
538 students, 43% of whom were Hispanic, 35% were Black/African American, 10%
were White, 4% were Asian, and 7% were multiracial. Those who qualified for free or
reduced-price lunches comprised 58% of the student body and 26% of the students were
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English-language learners or limited-English proficient. The magnet schools provide
educational services to students in kindergarten through fifth grade, but the kindergarten
classes are not considered part of the magnet program and, thusly, are not subject to the
racial and ethnic guidelines set forth by the school district for the magnet schools.
While the local magnet elementary schools are racially diverse, the students’
academic achievement statistics indicate that the Prime 6 schools are a majority-minority
with student demographics largely divided between the Hispanic and Black students.
According to Richmond (2009a), students attending magnet schools and assigned schools
outside of their neighborhoods are far less segregated by race and poverty than the
students attending the Prime 6 schools. Additionally, the students attending the Prime 6
schools continue to face academic challenges as their peers in assigned schools
demonstrate a record of greater academic achievement (Richmond, 2009a).
In fact, as the 1968 desegregation orders called for no greater than a 50% Black
student population (later amended to 60%) within any sixth grade center school, four of
the Prime 6 schools indicated a Black student population of 52-72% in the 2010-2011
School Accountability Summary Report for each of the schools as illustrated in Table 2.
Data signify a reversal of the desegregation efforts of the previous 40 years with Prime 6
schools yet segregated by race, class, and language. Situated within high-poverty
communities and challenged by a history of underachievement, four of the schools met
the No Child Left Behind criteria for English language arts and mathematics; the schools
were classified as adequate for the 2010-2011 school year. One of the schools was
classified as in need of improvement (year 7); another, which had demonstrated adequate
yearly progress for the 2010-2011 was classified as in need of improvement (year 4-hold).
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Table 2
Demographics of Student Populations in Prime 6 Schools
% Students
School
Booker

Hispanic
56.2

Black/African
American
39.4

White
3.5

Carson

44.2

51.9

-

Fitzgerald

34.1

55.1

3.5

Kelly

16.4

71.7

6.6

McCall

80.4

13.6

4.9

Williams (Madison)

21.5

72.4

4.8

Note. Demographics presented reflect only percentages of Hispanic, Black/African
American, and White students for comparison purposes.
Engaging parents within these schools is essential to the success of the children, the
school, and the community (Ingram, Wolfe, & Liberman, 2007).
Summary
Black parents have been instrumental in their children’s education through times of
sacrifice and oppression. Historians James Anderson (1988) and Vanessa Siddle Walker
(1996) have examined the history of Black education and detailed events, circumstances,
challenges, and accomplishments through the times of Booker T. Washington, W.E.B.
Dubois, slavery, segregation, and desegregation. James Patterson (2001) depicted the
promise and reality of Brown v. Board of Education (1954) and the far-reaching and
unintended consequences of the decision decades later. Even after the hallmark decision,
families continued to be challenged by racism, discrimination, and inequality in their
pursuit for educational quality and opportunity for their children. Jonathan Kozol’s
(2005, 1996, 1991) journey into the school systems of the some of the nation’s urban
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communities evidenced the disparity and inequality that persists within the American
public school system. The wrongs that Brown v. Board of Education intended to right
continue to pervade school communities throughout the nation – and families continue to
seek voice as they advocate for their children. Sara Lawrence Lightfoot (1980) affirmed
that the design and provision of “more productive and effective schooling for poor and
minority children must recognize the critical role of families as educators and the
important relationships between families, communities, and schools” (p. 15).
The perception of the roles that Black parents have played in their children’s
education is critical to the establishment of the relationships between families,
communities, and schools. Equally important is the recognition “that the goal of parent
involvement is not only raising student achievement, but also enriching and expanding
educational opportunity and equity for all students” (Auerbach, 2007, p. 257). This
dissertation study sought to examine perceptions of Black parent involvement, the role
that Black parents have historically played in their children’s education, and the ways in
which Black parents and families have engaged schools in segregated and desegregated
educational contexts. Understanding the ways in which parents and families have
engaged within the historical context of this community can facilitate an understanding of
how to more effectively engage parents within the educational settings and positively
impact student achievement. Examination of the perspectives of community members
and leaders, parents and families, educational leaders, and school community
stakeholders can provide insight into ways that the school community can address the
involvement of Black parents and families.
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CHAPTER 3
RESEARCH METHODS
The purpose of this study is to document and explore community perspectives
regarding the role that Black parents have historically played in their children’s education
and the ways in which Black parents and families have engaged schools in pre and post
desegregation contexts. Inquiry into the exploration of Black parent engagement in
segregated and desegregated educational contexts is best framed within the design of a
qualitative research study rather than that of a quantitative approach, given the richness of
detail and description found in the oral histories. In anticipation of discovering more
about the ‘how’ and ‘why’ (Yin, 2009) of parent involvement and family engagement and
learning from people rather than studying people (Spradley, 1980, p. 3), the study used a
historical case study design to address the following research questions, which served to
guide the study.
Research Questions
To document and explore community perspectives of Black parent engagement in
West Las Vegas before and after desegregation, the following research questions guided
this study:
1. What were the perspectives of community members (i.e., parents, educators,
church leaders, elected officials, activists) concerning the role of Black parents in
the education of their children in West Las Vegas prior to Clark County School
District’s Sixth Grade Center Plan of Integration?
2. What were the perspectives of community members (i.e., parents, educators,
church leaders, elected officials, activists) concerning the role of Black parents in
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the education of their children in West Las Vegas after Clark County School
District’s Sixth Grade Center Plan of Integration?
In the next section, I describe the research design and methodological approach used to
answer these research questions and address the purpose of this study.
Research Design and Methodological Approach:
A Historical Case Study
Historical case study was employed to examine the role that Black parents have
historically played in their children’s education and the ways in which Black parents and
families have engaged schools in pre and post desegregated educational contexts. The
focal point was to explore community perspectives with attention to the manner in which
Black parents participated in their children’s education prior to and following
implementation of the Sixth Grade Center Plan in West Las Vegas. How the role of
Black parents and their participation differed from traditional models of parental
involvement was also examined.
As part of a qualitative approach, I employed elements of historical analysis and case
study to investigate the community perspectives on Black parents in West Las Vegas.
Oral histories served as the primary data source. The oral histories included interviews of
elected officials, community members, community leaders, and long-time residents,
community activists, parents, teachers and principals, former superintendents, and school
board members. Examination of the data provided historical information through review
of the participants’ interviews or oral histories, as well as indirect information filtered
through the interviewees’ perspectives. Secondary sources of data included written
documentation and archival records, consisting of Kelly v. Clark County School District
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case documents, newspaper articles and newspaper excerpts (i.e. Las Vegas Review
Journal, and the Las Vegas Sun), school board meeting minutes, school district
accountability reports and school accountability reports, school district memos, online
school site plans, and supplementary multimedia (audio recording, video recording, and
photographs). The secondary source data served to provide contextual background and
support for the research study.
Historical analysis, which seeks an understanding of the past through examination of
historical artifacts or traces, such as public and private written documents, was coupled
with the use of case study to examine community perspectives on Black parent
involvement in their children’s education. Historical study examines changing
interpretations of the past rather than the events of the past; attempting to provide context
to events and people through the crafting of a well-told story. Practicality of the results
of the historical study emphasized, the study’s results serve to form a blueprint or model
for community development; highlighting strategies that can inform an agency’s service
to its clients (Danto, 2008).
Case study research is defined as that in which the researcher examines the details of
an individual’s life experiences through the data “collection of stories, reporting of
individual experiences, and discussing the meaning of those experiences for the
individual” (Yin, 2009, p. 512). Case study research is also identified as research that
entails learning about an issue examined through one or more cases - denoted as a single
individual, several individuals, or individuals within a group, a program, an event, or an
activity (Creswell, 2007, 2008). The case study involves a comprehensive analysis of a
bounded system. “Bounded means that the case is separated out for research in terms of
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time, place, or some physical boundaries” (Creswell, 2008, p. 476). In this research study
the case is defined as Black parent engagement in Clark County, Nevada, explored
through the perspectives of a diverse group of community members and leaders.
The case in this study is bounded and limited to Black parent engagement in West
Las Vegas, Nevada from 1965 to 2010; prior to and following Kelly vs. Clark County
School District, the segregation lawsuit filed against the school district by the local
NAACP, Charles Kellar, and the community members and leaders of West Las Vegas.
The time frame includes implementation of the Prime 6 program in the early 1990s. The
Prime 6 plan served to reorganize the sixth grade centers that had been established as part
of the school district’s desegregation plan. I use previously documented and recorded
oral histories to access the collection of stories and the individual experiences. The oral
histories served as part of local projects on segregation and desegregation in Las Vegas
and Nevada, gaming and entertainment, and an examination of an early history of Las
Vegas. The histories were accessed through the Special Collections department of the
Oral History Research Center at the University of Nevada, Las Vegas, as part of the
University of Nevada Oral History Program; as well as through the Civil Rights History
Project: Survey of Collections and Repositories at the West Las Vegas Library, the Oral
Histories of the Public School Principalship of the University of Nevada, Las Vegas and
interviews conducted as part of a larger study on segregation and desegregation in Clark
County, Las Vegas.
Gardner’s (2006) acknowledgment that “historical analysis is often combined with
other methods to engage social research questions” (p. 135) serves to support this
research design as a historical case study. The design and structure of historical case
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study best provides opportunity to capture community perspectives on Black parent
engagement in West Las Vegas in pre and post segregation contexts; exploring an
understanding of the past to inform and construct a blueprint for parent partnership and
engagement and community development within West Las Vegas.
Oral Histories
Exploration of community perspectives on Black parent engagement in pre and post
desegregation included an examination of varied data sources, which were written,
spoken, and physically preserved materials (Danto, 2008) and included oral history
transcripts and documentation; archival records consisting of court case documents,
newspaper articles and/or excerpts (i.e. Las Vegas Review Journal, the Las Vegas Sun,
and the Las Vegas Sentinel Voice); school district reports; school board meeting minutes;
school accountability reports, school demographic and statistical information; online
databases; and accompanying multimedia (audio and video recordings and photographs).
Twenty oral histories were examined as part of the research. They reflected the
voices and perspectives community leaders, members, educators, elected officials, and
parents who lived in Las Vegas and West Las Vegas during various periods of
segregation and desegregation. The participants served in various positions and
capacities as parents, grandparents, school support staff, teachers and faculty members,
counselors, deans, assistant principals, principals, school board members, area
superintendents, politicians, and community activists.
Twelve of the oral histories (See Table 3) included direct references to education,
family and parents and their involvement in their children’s education, and segregation
and desegregation issues within Las Vegas and West Las Vegas and were collected
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between 1995 and 2011 by a diverse group of students and research scholars as
components of a larger research project on school desegregation in Clark County, Las
Vegas, Nevada. The participants are long-time residents of Las Vegas and West Las
Vegas, many having migrated to Nevada from various geographical locations across the
country, such as Louisiana, Texas, Oregon, Ohio, Missouri, South Carolina, Colorado,
and Oklahoma. They were born between 1920 and 1961 and arrived in Las Vegas
between the 1940s and 1970s during different turning points in their lives and careers.
For the most part, they lived in communities dictated by Jim Crow laws and legal
segregation. They migrated to Las Vegas for varied reasons and purposes; some came
for financial and professional opportunity, and others came to join family members and
friends who had relocated to the area. The participants were selected as part of the study
sample because of the unique contributions to the discussion on parent involvement in
segregated and desegregated contexts; with particular regards for their perspectives
regarding Black parent involvement within the educational contexts of the West Las
Vegas community. The twelve participants comprised a group of seven women and five
men. Nine of the participants are African American and three of them are Caucasian.
Their diverse lived experiences, perspectives, and contributions to and within the Las
Vegas and West Las Vegas communities support exploration of the historical role of
Black parent involvement in segregated and desegregated contexts. Assessing the oral
histories from community leaders and members, parents, teachers, administrative leaders,
and community activists, I was able to capture information on the ways in which Black
parents were involved in the education of their children in segregated and desegregated
contexts.
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Table 3
Description of Oral Histories

Narrator
name

Date of
birth

Year moved in
Las Vegas

Hometown

Type of
interview

Sarann Knight Preddy

1920

1942

Oklahoma

Individual

Eva Simmons

1938

1950s/1963

Texas

Individual

Joe Neal

1935

1954

Louisiana

Individual

1971

Oregon

Individual

Robert McCord
William Evans

1932

1960s

Delaware

Individual

Cindi Chase

1961

1961

Nevada

Individual

Linda Young

1946

1976

Ohio

Individual

Jesse Scott

1920

1970

Louisiana

Individual

Lucille Bryant

1931

1953

Louisiana

Individual

Helen Anderson Toland

1926

1964

Missouri

Individual

Marion Bennett

1933

1960

South Carolina

Individual

Helen Daseler

1929

1961

Colorado

Individual
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Data Analysis
Data analysis involved a multi-step procedure, which included initially organizing the
data in preparation for analysis. Organization of the data included grouping the data by
type, duplicating copies of data, and developing tables of the data sources as a graphic to
assist in organization of the data. This initial step provided opportunity for me to acquire
a general sense of the data, coding of themes, and major ideas (Creswell, 2008).
Subsequent steps in the data analysis process included iterative phases of data collection
and data analysis, as well as a simultaneous collection and analysis of the data.
Furthermore, I engaged in coding and recoding of the data through repeated readings to
establish a more thorough understanding of the information and to identify recurring
themes or patterns. A single, established approach to analysis of the data was not
established; various guidelines served to guide the analysis process (Creswell 2008). The
work of Yin (2009) and Creswell (2008) regarding case study research served to guide
me through this particular component of the research study.
Reviewing the concept of saturation, Strauss and Corbin (1998) suggested that
saturation is a "matter of degree" (p. 136). Therefore, the more researchers examine,
familiarize themselves with, and analyze their data; there will always be the potential for
the emergence of new data. They suggested that saturation should be more concerned
with reaching the point where it becomes "counter-productive" and that "the new" that is
discovered does not necessarily add anything to the overall story, model, theory or
framework (p. 136). Sometimes the difficulty of concluding one’s work becomes
challenging not because there is a lack of data, but because there is an excess of it. It was
understood and expected that an assumption of saturation would be made when the
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analyses and coding of the collected data ceased to reveal new codes or findings.
However, given the constraints of time and opportunity to expand the research, it stands
to reason that, "Sometimes the researcher has no choice and must settle for a theoretical
scheme that is less developed than desired" (p. 292). Given the time constraints imposed
upon this research study, I found this to be the case. Thus, this research serves as a
preliminary exploration of community perspectives regarding Black parent involvement
in West Las Vegas.
Role of the Researcher
The role of the researcher in qualitative research dictates identification of personal
assumptions, biases, and values (Creswell, 1994). I recognize that personal biases are as
varied as one’s personal and professional identities. My assumption that parents’
perspectives, particularly those of traditionally marginalized communities should be
respected and valued within the school community by teachers and educational leaders is
influenced by my role as a daughter raised in a family of educators. Additionally, in my
experiences as a Black educator, I view family members as an extension of the school
community and school community members as a part of the family; and thus include and
involve parents and extended family in the care and education of the children (Mapp,
2003; Walker, 1996). Yet such an assumption is also influenced by my identity as a
Black mother of a public high school student; expecting and advocating for an active role
in the education of my child. As an educator serving the needs of a diverse population of
minority families in what has often been termed at-risk, underprivileged, marginalized,
and underserved communities I have experienced the challenges and benefits of
establishing parental partnerships. Furthermore, I acknowledged and anticipated that my
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identity as a Black woman could influence the examination and analysis of the data.
Reflecting upon how my identity and life experiences as a Black woman, mother, and
educator have impacted my perspectives, values, biases, and assumptions, I was sensitive
in the management of the evaluation, interpretation, and presentation of the research.
Trustworthiness
Attending to the issue of trustworthiness, accuracy and credibility of the study
occurred through triangulation of various data methods (primarily through interview
transcripts and archival documents). I employed credibility strategies suggested by
Shenton (2004), which included the adoption of well-established research methods, and
peer scrutiny of the research project. Triangulation and reflexivity were used to address
the issue of confirmability, the extent to which the findings reflect the data collected and
the participants’ rather than the researcher’s interests or motives (Lincoln and Guba,
1985); “to reduce effect of investigator bias” (Shenton, 2004, p. 73). Triangulating the
various data methods and maintaining a reflective journal to record personal reflections
regarding my ideas, thoughts, feelings, and frustrations were measures taken to address
the concept of confirmability. The reflective journal served to assist me in assessing and
interpreting my personal biases and assumptions and how they influence the research
process (Krefting, 1991). Shenton (2004) references an “in-depth methodological
description” (p. 73) to allow for replication or repeat of the study. I coded and recoded
the data during the analysis phase to increase dependability seeking recurring themes and
patterns. Strategies similar to those employed to enhance the credibility of the study
were utilized to increase dependability of the study, including triangulation and peer
scrutiny [or peer examination (Krefting, 1991)]. The study was not designed to promote
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transferability or generalization of the analyses or findings. Its constructs are distinctive
to the research conducted. Thus, I provided a detailed description of the context to allow
the reader to discern whether or not the findings can be transferred or applied to another
setting or situation.
Collection, analysis, and interpretations of the oral histories and perspectives on
Black parent engagement before and after school segregation resulted in the construction
of a local community history which covered a critical period of time in West Las Vegas
and for Clark County School District parents, students, and staff. The study seeks to tell
the untold story of Black parent engagement in West Las Vegas. Exploration of the
community perspectives of parent involvement surrounding implementation of the Sixth
Grade Center Plan of desegregation reveals an insight into the historical role Black
parents have played in West Las Vegas. This insight is significant because it illustrates
how Black parents have engaged in their children’s education and informs ways that the
school community can promote and encourage parent partnership and engagement.
Summary
Procedural considerations outlined in this chapter serve as the structural frame for the
study and its design. Considering the development of the study to be fluid, adjustments
were made throughout the research process and the development of the dissertation to
ensure a quality research study. I employed credibility and confirmability strategies to
conduct a qualitative study that demonstrated value and merit. Documentation and
exploration of the community perspectives on Black parent engagement in their
children’s education in segregated and desegregated educational contexts at such a
significant time in history can provide insight and understanding of present choices,
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practices, and family-school relationships. This study served to address the
recommendations and concerns of researchers who have considered similar issues related
to Black parent involvement and the ways in which Black parents engage in their
children’s education, specifically examining the historical role Black parents have played
in their children’s education (Fields-Smith, 2005; Edwards, 1993).
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CHAPTER 4
FINDINGS
Parent involvement has been considered critical to student academic development and
success. Identified at one time through early research literature as the sole providers
responsible for their children’s education, parents play an essential role in the teaching
and learning community (Kaestle, 1983). Recognizing and acknowledging the
importance of that role, educators continue to seek the support and partnership of their
students’ parents within the school community. The experience in West Las Vegas has
been a similar one in which community leaders, members, teachers, instructional and
administrative principals have understood and valued the involvement of parents in their
children’s education. Their perceptions and expectations of parent involvement are
essential to understanding how to further engage parents.
Exploring the oral histories of community leaders, members, educators, political
officers, and parents surrounding periods of segregation and desegregation serves to
provide perspectives that influence and inform parent involvement; particularly within a
West Las Vegas community that finds itself in the throes of resegregation. This chapter
explores these perspectives regarding the involvement of parents, searching to understand
how such can provide direction to further encourage and engage parents and families.
The oral histories examined represent the lived experiences and perspectives of Las
Vegas community residents that have served in various positions and capacities as
parents, grandparents, school support staff, teachers and faculty members, counselors,
deans, assistant principals, principals, school board members, area and district
superintendents, politicians, and community activists.
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The historical data analyzed included a collection of twenty oral histories, twelve of
which consisted of direct references to education, family and parents and their
involvement in their children’s education, as well as segregation and desegregation issues
within Las Vegas and West Las Vegas. These twelve oral histories are represented in this
research study. The individuals’ oral histories represented herein were collected between
1995 and 2011 by a diverse group of students and research scholars as components of a
larger research project on school desegregation in Clark County, Las Vegas, Nevada and
as part of local histories collected and preserved in the Special Collections department of
the Oral History Research Center at the University of Nevada, Las Vegas, as part of the
University of Nevada Oral History Program; and the Civil Rights History Project: Survey
of Collections and Repositories at the West Las Vegas Library. The individuals
interviewed are long-time residents of Las Vegas, many having migrated to Nevada from
different parts of the United States, such as Louisiana, Texas, Oregon, Ohio, Missouri,
South Carolina, Colorado, and Oklahoma. They arrived in Las Vegas between the 1940s
and 1970s.
The collected histories analyzed were coded and organized according to themes. The
major themes identified include parent involvement during segregation, parent
involvement during desegregation, and parent involvement during resegregation.
Additional data analysis, specifically examining references to parents, family, and parent
involvement contained within the oral histories highlight a parallel to the six typologies
identified in Epstein’s (1995) framework of Six Types of Parent Involvement. Each of
Epstein’s typology’s are presented with examples of paralleled parent involvement
practices of West Las Vegas families. Simultaneously, a theme of advocacy and activism
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emerged through the data analysis, emphasizing how Black parents engage in their
children’s education outside of the traditional constructs of parent involvement
represented by Epstein’s parent involvement framework. Epstein’s fifth typology,
decision-making, seems to best describe the advocacy and activism demonstrated by
West Las Vegas families and community members, in which they influenced school
reform efforts. The narratives also revealed obstacles and barriers that impacted families’
level of parent involvement in the school community. One particular key theme
highlighted distance as a barrier to meaningful parent engagement.
Prior to the implementation of the Sixth Grade Center Plan in Clark County School
District (CCSD) in 1972, schools within the historically Black community of West Las
Vegas, referred to as the Westside, remained racially segregated for nearly twenty years
following the Supreme Court’s 1954 Brown v. Board of Education decision. Although
no formal segregation laws existed in Nevada, Moehring (2000) notes, “As it did in cities
across the nation, racial divisions ripped Las Vegas apart in the years after
1960…Racism, however, was not merely a postwar phenomenon; its roots lay deep in the
city’s past” (p. 173). Denied access to the casinos, hotels, pools, showrooms, restaurants,
and stores as the segregationist movement evolved and the Black population grew; by the
1930s Blacks were relegated to the Westside (Moehring, 2000). The Westside became
the primary Black residential and business community.
Newly arrived from the Southwest and the South, Black residents recollect a Las
Vegas community that implemented Jim Crow practices that pervaded the communities
from which they had sought refuge. Sarann Knight Preddy, Eva Simmons, Joe Neal, and
Jesse Scott recall such a life on the Westside.
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Sarann Knight Preddy, church member, community activist and entrepreneur of the
Black community of West Las Vegas, relocated to Las Vegas in 1942. Born in Eufaula,
Oklahoma in 1920, Preddy moved to Las Vegas from Tulsa with her family members.
Holding a prominent position in the West Las Vegas community and in Nevada, Preddy
lays claim to many notable accomplishments. She served as the treasurer and vicepresident of the local chapter of the NAACP and president of the Hawthorne, Nevada
NAACP. She was a founding member of Gamma Phi Delta sorority, an active member
of the League of Women Voters, and the first president of the Black Chamber of
Commerce (later known as the Urban Chamber of Commerce). She was also the first
Black dealer for Jerry’s Nugget casino. According to the Las Vegas Black Image
Magazine, Preddy was the first Black woman to secure an unrestricted gaming license in
Nevada. She owned and operated a gambling business in Hawthorne, Nevada from 1951
to 1957. Among the many businesses that Sarann Knight Preddy owned, including
Sarann’s Cleaners, Sarann’s Fashions, the People’s Choice restaurant and casino, and
several gambling lounges, she and her husband were co-owners of Las Vegas’ firstintegrated hotel-casino, the Moulin Rouge, and in 1985 were distinguished as the only
Black owners of the establishment. Although they were not able to restore and revitalize
the property following its closing by the original owners in December of 1955, they were
instrumental in having the Moulin Rouge placed on the National Registry of Historic
Places. The Moulin Rouge was the first desegregated hotel-casino in the United States;
host to entertainers such as Sammy Davis, Jr., Frank Sinatra, Lena Horne, Nat King Cole,
and Harry Belafonte (Bates, 1999). In 2010, Sarann Knight Preddy was awarded an
honorary doctorate degree from the University of Nevada, Las Vegas; one of two Black
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women to receive such an honor from the institution. Preddy is an integral part of the
West Las Vegas history, her contributions invaluable. A resident of West Las Vegas for
more than sixty years, she remembers her arrival to Las Vegas in 1942,
…it was very prejudiced at that time but I think it got worse, because then they
began to call this [Las Vegas] the Mississippi of the West… I think they called it
the Mississippi of the West because so many black people came in and most of
the people that came here was from the Deep South, and they brought a lot of
prejudice with them, too, you know. And as I remember, my father came here to
work at the plant up in Henderson [Basic Magnesium Incorporated, BMI]…
Reflections of the narrators indicate that Jim Crow was fully implemented in Las Vegas.
Although Preddy and her family arrived with the financial resources to purchase a home
they were not afforded the opportunity to do so. As Blacks they were relegated to the
Westside, which at the time consisted of little more than tent structures and shanties.
Preddy recalls the living conditions and circumstances that plagued the Westside.
…people had to live in those kind of places because they didn’t have anywhere to
buy any material, wasn’t any [pause] housing built. I was here when they built the
first housing tract, in the white section of town. Over at Biltmore, that was the
first tract that they built over there. And, so people just had to get up whatever
they could find to build houses, and most people had cars, and most people was
making money. They weren’t living in the shacks because they was destitute or
didn’t have any money. It [housing] just wasn’t available.
Moehring (2000) noted that living conditions were deplorable and as the Westside’s
Black population grew, the situation only continued to deteriorate. Blacks had migrated
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to Las Vegas seeking employment opportunity with Basic Magnesium, Inc.
“Unfortunately, population growth outpaced new construction, and the wartime shortage
of building supplies worsened an already desperate housing and sanitary crisis. Lack of
dwellings forced workers and their families to live in cars, tents, shacks, and lean-tos” (p.
177). The boundaries, while invisible, were clearly drawn and understood. The Westside
served to house and hold the undesirable of Las Vegas and being undesirable did not
warrant consideration of well-being. “City fathers could have taken steps to equip the
160-acre zone with more running water and toilets, but they did little, preferring instead
to await the war’s end – an event which they hoped would inspire a prompt black
departure” (Moehring, 2000, p. 177).
Eva Simmons, also an activist and long-time community member of West Las Vegas,
remembers the racial separation that existed when she arrived with her family from Texas
in the mid-1950s. Simmons describes herself as “a dyed-in-the-wool Texan”. She was
born in 1938 in Texas; attending Texas elementary and high schools before relocating to
Las Vegas. Vividly recalling the 1954 Brown vs. Board of Education decision as a
sixteen-year old student who was attending segregated schools in Texas, Simmons was
recruited to integrate the Austin Independent School District high schools in Texas but
declined to participate because of the pressures associated with the request. It was
shortly following her family’s move to Las Vegas that Simmons returned to Texas in
1956 to attend the University of Texas as part of its first group of [Black] undergraduates.
She remembers taking and passing an entrance exam prior to her admittance to the
university. She joined a Black population of 300 undergraduate and graduate students
amongst an overwhelming Caucasian community of nearly twenty-five thousand.
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Simmons was an active part of the desegregation movement at the University of Texas,
participating in picketing, “sit-ins” at lunch counters, and “stand-ins” at movie theatres
during her college days. Following college graduation and marriage she returned to Las
Vegas to rejoin her parents and her sister’s family in 1963. The Westside remained
segregated and racial tensions continued. Simmons joined the Clark County School
District as a teacher and soon served in a variety of positions that provided valuable
challenges and experiences. She was a Teacher Corps Team Leader, a Title I
coordinator, an elementary principal, human resources management, and an area
superintendent during her tenure with Clark County School District before retiring in
2011. In 2005, a Clark County School District elementary school was named in her
honor, Eva G. Simmons Elementary School. She has also served on the Nevada State
Board Of Medical Examiners. She is an educational leader for the school community and
a community leader for West Las Vegas. As such, she plays an important role in the
community, her recollections serve to help frame the history of West Las Vegas.
She recalls her initial move to Las Vegas in the 1950s, and how the invisible
boundaries that separated the races had created two cities within one.
I was on the downside of being a teenager when my family moved here. And I do
recall a few things. I remember the segregated nature of the city…Well, I knew it
as red-lining. In Texas red-lining meant that there were certain lines of
demarcation that were not actually drawn, were not supported by the law, they
just were part of the norms of the community, and all of the people, the business
people, the real estate people, all of those, acted in accordance with those
norms… For the African American community, our boundaries were roughly
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Lake Mead Boulevard on the north, Highland Boulevard on the west (which is
now Martin Luther King), and Bonanza Road on the south and Fifth Street on the
north [east].
Not much had changed when Simmons returned from Texas with her husband in 1963.
Blacks remained segregated from the larger Las Vegas community. Moehring (2000)
notes that, “Despite the integration of public places, most Las Vegas blacks in 1963 still
could not live outside the ghettos, or attend grammar school in white sections of town, or
qualify for more than a menial job in most Strip and downtown resorts” (p. 188). Blacks
continued to be ostracized from many of the important facets of the Las Vegas life and
persisted in their pursuit of equal opportunity in housing, employment, and education.
Joe Neal is one such community member and stakeholder. Joe Neal was born in 1935
in Mounds, Louisiana. He moved to Las Vegas in 1954 when he was eighteen years old
to join his mother and brother who had relocated to Las Vegas in 1947 and 1952
respectively. He recalls that his grandfather had moved to Las Vegas in 1942 to work on
the railroad. His mother, seeking employment opportunity, had followed shortly
thereafter. After moving to Las Vegas, Neal, in search of educational opportunity, joined
the Air Force in the latter part of 1954. The service provided Neal the opportunity he was
seeking and he earned a credential in law enforcement from the Institute of Applied
Science in Chicago, Illinois. Neal served four years in the military and in 1959 applied to
Southern University and A & M College, a historically Black college in Baton Rouge,
Louisiana, to study political science and law. However, after studying for four years at
Southern University (formerly Southern University Law School), where he had joined the
law program with a freshmen class of only six students, Neal returned to Las Vegas to
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find that racial discrimination, prejudices and segregation was just as prevalent as times
prior to the Brown decision. Upon his return, even with a college education, Neal worked
as a janitor.
I came back in ’62 and—and [pause] tried to find a job. And I found out that
things had not changed. And I went to work as a janitor at—at Titanium Metals
[Titanium Metals Corporation] … a lot of people who—the whites, and blacks,
who were coming here for opportunity, you see, and the whites, you know,
brought their—their culture and—and their attitudes, you know, with them.
And—and so they set up, you know, eventually, a segregated society… And of
course, the place was highly segregated, and the jobs that was mostly available to
blacks were porters, and maids.
The Brown decision, intended to provide educational opportunity and equality, did not
instantaneously change the educational landscape of the nation. West Las Vegas, as did
so many communities across the country, remained a community separated and
subordinated. Neal recalls the condition of education of the Westside elementary
schools, as his younger brothers attended elementary school in West Las Vegas following
the Brown decision.
In 1954, May 17th, I was in high school, getting ready to graduate, in Mounds,
Louisiana. And, I didn’t know nothing about the Brown decision. I just heard
about it and [pause] it didn’t mean too much, to me, because I was in a segregated
school and was graduating from a segregated school, so it did not affect me. I
began to learn more about it after I went into the Air Force, because I went into
the Air Force right after—after high school. I came here, and went into the Air
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Force… There was no real change in the Brown decision until, you know, we
moved into the sixties… as we moved into the sixties, that the kids were not
getting the same education, in the Westside, as the white kids was getting. And,
the buildings was not kept up. And, we did not have the necessary educational
attainment and also teachers to deliver that, because what they had was white
teachers who was brought in here that were young, and they spent a year, and they
moved out to some other school….the schools was deteriorating on the Westside,
the elementary schools. And that [pause] something had to be done. So Charles
Kellar brought the lawsuit, to integrate the schools. And [pause] he—I remember
sitting in the courtroom when they argued that case before the federal judge at the
time…
He remembered the Sixth Grade Center Plan, controversial at the time, as the integration
option that the school district employed in desegregating the schools. Following his time
at Titanium Metals, Neal joined Reynolds Electrical and Engineering Company, where he
worked as a compliance officer to enforce Title VII, of the Civil Rights Act. Neal’s
involvement in and contributions to the community continued as he was elected to the
Nevada State Senate in 1972. His reflections and insights serve to provide detail to the
story of West Las Vegas.
Many residents remember the segregated schooling of Las Vegas, particularly within
the Westside elementary schools. The community had one school, substandard in
condition, to provide education to its youngest residents. As the Black population grew,
additional schools were built, but they were found to be inadequate with insignificant
resources to support the educational needs of the community’s children. Eventually, over
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the course of time, the Westside became host to six elementary schools, all racially
segregated. The community did not have a middle school or a high school.
Residents distinctly recall the Sixth Grade Center Plan, designed to integrate the
city’s schools; and how the plan served more as a token of desegregation efforts than a
genuine aim to integrate the schools of the Las Vegas community. Jesse Scott was
another influential and involved community member whose perspectives regarding
desegregation efforts help to communicate and understand the historical context of the
segregation and desegregation of schools in West Las Vegas. Jesse Scott was born in
1920 in Ethel, Louisiana; he attended high school in Clinton, Louisiana, and studied at
Southern University in Baton Rouge, Louisiana. After living in Los Angeles, California
and serving as a field director and eventually president for the Los Angeles National
Association for the Advancement of Colored People (NAACP), Scott moved to Las
Vegas in 1970. As a community member and activist, Scott was the executive director of
the Las Vegas branch of the NAACP, and served as the executive director of the Nevada
Equal Rights Commission in the 1970s, appointed to the position by Governor Mike
O’Callaghan. Scott recalled the school desegregation plan as lacking in sincerity of effort
to integrate the schools.
When I got here there was Charles Kellar, was the attorney. He [was] president
of the local branch of the NAACP… [he brought] a suit against Clark County
schools… to desegregate it. And out of that lawsuit came the Sixth Grade Plan,
where they decided that they would bus the white kids in for the sixth grade only,
that one year. And I guess you’d call it token desegregation but at least it was
better than what—than nothing at all…it was so bad, the NAACP decided, and
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Charles was representing the NAACP, that’s the best thing we could do. It was a
step forward because there was nothing before. Everything was completely
segregated before, in this area. They brought the whites in here for a year. That
was for the sixth grade only. That would be a beginning. And, as it turned out,
that was a terrible price the black kids had to pay, because they had no real
involvement in the desegregation but, what’s new? That’s the way it had been all
the time. And so, he [Kellar] accepted it, and decided not to go any further. To go
further would involve more time, and much more money, or expense [unclear
words] the NAACP, didn’t have money to hire a lot of lawyers and go to pursue
the case for it in the courts. I suppose that’s the reason why he decided to accept
that token desegregation. (p. 6)
Lucille Bryant, a long-time resident and community member of West Las Vegas,
moved to Las Vegas in 1953 from Talullah, a small town in Louisiana; a town segregated
under Jim Crow laws that dictated separation of the races in all aspects of life. Working
tireless hours as a domestic, never making more than five dollars a week, and working in
the cotton fields in the summer to earn extra money, Bryant relocated to Las Vegas in
search of better employment opportunities. She found a job her first day in Las Vegas, at
Algiers Hotel, paying eight dollars a day as a housekeeper. She was so thankful, she
recalls that once she was alone in the hotel room she fell to her knees to give thanks to
God. She was homesick; missing her grandmother, sisters and brothers, and cousins.
Although she did not enjoy the landscape and weather in Las Vegas when she arrived,
she was grateful for the opportunity to make more money and to be able to spend money
back home to her grandmother. A church member and Sunday school teacher for fifty
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years at Zion Methodist Church, located on Revere Street and Lawry Avenue on the west
side of Las Vegas, Nevada, Bryant vividly remembers the Las Vegas of old, which also
imposed segregation, by practice if not by law (Bryant, 1995). She recounts the racism,
prejudice, and discrimination that was prevalent during times of segregation in West Las
Vegas, and how it impacted community life and education on the Westside. Her
perspective as a parent, a grandparent, and a great-grandparent lends a richness of detail,
distinctly unique from that of the educational and political leaders of the community. She
precisely recalls the absence of educational agencies for Black students,
Every time they put a community somewhere, they put an elementary school,
middle school, and high school. Not in West Las Vegas. We were here before
any other community was… They gave us…I think it was 27 years before they
gave us a middle school… But then still we get…we are the lowest on the totem
pole…we don’t get the best teachers and everything. Until we get some good
teachers over here, but most of what we get is what everybody else don’t want.
We are just at the bottom of the totem pole. We’ve been like that. We’ve fought
so hard to get a middle school. Then finally they gave us West Middle School.
We’ve been fighting for a high school every since I’ve been here.
Community Perspectives on Black Parent Engagement Prior to Clark County
School District’s Sixth Grade Center Plan of Integration
Plagued by inadequate resources, inferior facilities, and inexperienced teachers as the
foundational support for their children’s education, the concerns of the community
members of the Westside seem to fall upon deaf ears and blind eyes.
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Most of the parents being of Southern heritage believe in one thing and that’s
education. They personally feel that their child, if [they’re] going to be successful
in life will have to be educated. And that there have been times long before
integration, a lot of your black parents would take their kids across town and
enroll them because they felt that the kids would get a better education there as
opposed to being in West Las Vegas.
Evans describes this attempt of Black parents, with the resources to do so, as an effort
secure educational opportunity for their children.
William Evans was born in Smyrna, Delaware in 1932 during the country’s Great
Depression. Times were challenging and although his family was close, circumstances
found Evans spending most of his early years in foster homes. He grew up in a
segregated community attending segregated schools. He completed his schooling and
went on to play baseball in the Negro League with the likes of Satchell Paige and Joshua
Ray before being drafted into the Korean War. Evans, an educational leader in the
community, and a resident of Las Vegas since the early 1960’s, performed a chief role
within the educational landscape of West Las Vegas. As the founding principal of Mabel
Hoggard Math and Science Magnet School, Evans recalls the school district’s continued
efforts to desegregate the Westside schools. Some twenty years following the
implementation of the Sixth Grade Center Plan to desegregate schools in Las Vegas, and
nearly forty years following the 1954 Brown v. Board of Education decision to
desegregate schools across the country, Mabel Hoggard Elementary School was
converted to a K-5 magnet school in 1993 as part of CCSD’s ongoing school
desegregation plans. Clark County School District continued to grapple with segregation
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issues and claims from the Black community members and families of West Las Vegas
that the school district was operating a dual system of education for Black and White
children. The establishment of magnet schools was intended to service the educational
needs of Blacks within the West Las Vegas neighborhoods and foster integration by
encouraging upper-class and upper-middle class, Caucasian families to enroll their
children in the Westside school. At that time, Mr. Evans arduously recruited affluent,
Caucasian students from across Clark County to attend the newly created magnet
program at Mabel Hoggard Math and Science Magnet School. The efforts of Black
parents to secure educational opportunity outside of their community and Evans’
commitment to attract affluent, Caucasian families to the neighborhood hold great
meaning as Evans recalls West Las Vegas as the Siberia of Las Vegas.
Teachers across town that couldn’t make it over there, they shipped out of [into]
West [Las] Vegas and that is how we arrived at our name. And our parents felt
that that’s because that was actually happening that their children didn’t stand a
chance of being successful and they began to in some cases pull their kids out of
schools and put them in private schools or church schools. But our parents have
always been concerned about education.
Other community leaders recall the concern and importance that parents placed on
education as well. Linda Young was born and raised in Dayton, Ohio. As a child she
attended a private, all-Black Catholic school until ninth grade, at which time she
transferred to a neighborhood high school that was mostly Black in student population.
She was eight years old when the 1954 Brown v. Board of Education decision was cast
and she remembers how community boundaries were drawn and redrawn so that White
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children would not have to attend school with Black children. Growing up in a
segregated community beset by racism and prejudice, her parents emphasized the
importance of a well-rounded education. In addition to academic commitments, she and
her four siblings were engaged in artistic pursuits such as music and dance, as well as
athletic activities such as track and field and tennis.
Their commitment to excellence in all pursuits, reaped valuable dividends; Young
attended the University of Dayton on a tennis scholarship. She earned a Bachelor of
Science degree and later, after working as a high school teacher, returned to the
University of Dayton to pursue a Master’s Degree in School Psychology. She received
her Doctorate in Educational Leadership from Northern Arizona University in Flagstaff,
Arizona. Seeking opportunity and change, Young relocated to Las Vegas in 1976 by way
of Colorado Springs, where she had worked as a test consultant school psychologist. She
met and married her husband in Colorado and together, Young and her husband made
Las Vegas their new home. The two worked for Clark County School District; he as a
high school band director and she as a school psychologist.
Young took advantage of the opportunities afforded her and served with the school
district as school psychologist, a dean (at Clark High School), an assistant principal (at
Rancho High School), a principal of one of the sixth grade center schools (Jo Mackey
Sixth Grade Center), and a special education coordinator. Additionally, she was the
director of the Equity & Diversity Education Department, Student Support Services
Division in the Clark County School District. Young also served the community as a
member and president of the Las Vegas Alliance of Black School Educators, as well as
an elected member of the School Board of Trustees for District C. She has served as
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clerk and vice-president for the school board and is currently president of the Clark
County School District Board of Trustees. She vividly recalls the controversy
surrounding segregation and desegregation of West Las Vegas schools. In fact, Young
was the president of the Las Vegas Alliance of Black School Educators when the
organization filed a lawsuit against Clark County School District in 1989, alleging that
the Clark County schools were racially segregated. She was also working for the school
district at the time. Young is a committed educator, leader, and community member.
She has a wealth of experience regarding the segregation, desegregation, and educational
issues of West Las Vegas, given the capacities in which she has served the community.
A long-time and influential resident of 36 years, Young’s contributions and perceptions
provide valuable understanding of the community’s story. Young recalls the values of
her childhood and the importance that her parents placed upon education, not unlike the
importance that Evans observed in the families of West Las Vegas:
My mother was probably the esthetic part of our family. She made sure that we
all—everybody had to learn how to play the piano, everybody had to take dance
lessons, we all had to play a musical instrument. Very academic. We were told by
the time we were, oh I guess two or three years old, that we were all going to
college. She lined us up and told us we were all going to college. She kind of told
us that, as little kids that we were going to be teachers. [Laughing] So she told us
we were going to be teachers, and she also let us know that we were to be very
responsible, we were to give back to the world, that to be the very best that we
could be… they stressed to us the importance of education, that we had a
responsibility, that we were to be respectful, but we were to get an education, and
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that once we got an education nobody could take that away from us, and that we
were to give back, and help.
The value of education was not to be minimized. Parents understood the opportunity
promised through education and many parents, as Evans described and as Young’s
parents had, sought to enroll their children in private schools to ensure access to that
opportunity. Although many parents were frustrated with the lack of effort on the part of
the school district to provide educational equity and opportunity; and sought within their
means to provide their children with a quality education, not all parents harbored a
resentment for segregated education. Bryant explains,
We were glad for segregation… the children were more closer. We were an
extended family who loved. Everybody went to the same school. Everybody
knew everybody. Everybody was having a wonderful time. If you had a party, all
the children would come…You know there was a time when we use to have PTA
meetings…parents, teachers, we use to get together when I first came here. We
had PTA meetings and then we had PTA councils. You would have these PTA
meetings and you would get to know the parents and the needs of the community,
the needs of the child, the needs. Everybody would kind of be working on a
common goal to fulfill these needs. We would try to get something
together…some kind of roundtable discussion with parents, teachers… people
from different schools. I don’t know how you do it. I know at that time, parents
use to get together at this one particular school and then I believe once a year or
something like that we would have a convention. They would come together…all
the schools would sit down and talk. We would talk about what was going on in
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the community, what do we need to do to improve, how do you think we can
improve this or that?
Many of the oral histories reflect a remembrance of a spirit of cooperation and
collaboration among parents, schools, and community. Community stakeholders worked
together to provide and care for the children with respect and understanding (Epstein,
1995). Principals visited families’ homes to establish and promote home-school
connections. One such principal was Helen Toland. Born in 1926 in the small,
segregated town of Marceline, Missouri, with a Black population of no more than a
hundred people, Toland recalls growing up attending separate schools and churches in
her hometown. There was one Black school in Talullah; a one-room schoolhouse that
served children in grades first through eighth. After attending high school at Feitshans
High School in Springfield, Illinois, receiving a four-year degree from the University of
Illinois at Champaign-Urbana in speech correction, and a Master’s degree from the
University of Southern California, she moved to Las Vegas in 1964 to marry her second
husband, Jim Anderson. Shortly after her arrival to Las Vegas, Toland became the first
Black female principal for the Clark County School District when she was appointed
principal of Kit Carson Elementary School in 1965.
As a prominent, educational and community leader, Toland’s perspective regarding
segregation, desegregation, and the state of education enriches the educational portrayal
of West Las Vegas. As the principal of a segregated Kit Carson Elementary, Toland
(2007) recounts an unwavering support and cooperation of the parents and an effort on
the part of the schools to engage families. “I cannot tell you what tremendous parent
cooperation we had…anything that we wanted to do, the parents cooperated, and we did
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things” (pp. 22-23). Additionally, Toland recalled, “…our policy was that any parent at
any time could come without notice and visit any classroom” (p. 47). The schools
welcomed the parents and many spoke of establishing meaningful relationships with
families. They established relationships based upon respect and understanding;
relationships that encouraged parent involvement and support. The schools hosted events
that fostered family involvement at the school; events such as family nights, Boy Scouts
and PTA activities. Although decades separate the education leadership tenures of
Toland and Evans, he shares her philosophy regarding parent involvement noting,
Now for one thing I would say about the teachers at Hoggard, they would always
welcome the parents into the classrooms. I know that this [is] not true for some
schools across the county, but over here we believe in one thing that we need [the]
help of the parent in order for the school to be successful.
The narrators’ recollections of a close-knit community of parents, educators, and
community members that welcomed, and embraced one another and worked together to
insure students’ success is reminiscent of accounts of segregated school communities in
the South.
This perception of educators’ professional task was one embraced by the principal
as well as the teachers and was reinforced in their professional and interpersonal
relations with each other. Like the teacher, the principal held as his overarching
concern the importance of seeing that the children were educated. He visited
homes and churches, talked individually with students and parents, preached the
importance of school in assemblies, and helped plan school programs that
challenged students to live to their fullest potential. He apparently saw it as part
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of his task to model the interactions with students and community that would help
students attain the vision the school held for them. (Walker, 1996, pp. 205-206)
Black educators in West Las Vegas shared a like perception and demonstrated a parallel
commitment as recounted in the narratives of Bryant, Toland, and Evans. As a
community each and every person shared the responsibility of caring for the children.
Young remembers it as the village,
…the first thing you have to do is establish what I call relationships: relationships
in the school setting, relationships in the community, relationships as you relate to
all of the components of what makes us work and what makes us in families, in
churches. Relationship is paramount. When we grew up in the village (that’s
why I say it takes a village to educate a child), relationships were paramount.
Just as former slaves and freemen sought independence and empowerment through
education (Anderson, 1988), so did Black families and members of segregated
communities. Keenly aware of the deeply-rooted inequities and social injustices of their
communities, Blacks embraced education as an instrument for social change. The
families and the schools shared a common goal of providing quality educational
opportunity and experience to the children despite the despairing circumstances and
consequences of segregation and the struggle towards desegregation. The passion and
commitment with which they sought equal opportunity and education for their children
and the children of the community cannot be overstated.
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Community Perspectives on Black Parent Engagement After Clark County School
District’s Sixth Grade Center Plan of Integration
Although the segregation of schools in West Las Vegas was a result of racially
separate housing patterns, community residents believed that the school district had not
taken steps to address or remedy the effects of such. The consequences of segregated
education were pronounced and on May 13, 1968 a class action lawsuit was filed by
Charles Kellar, president of the Las Vegas branch of the National Association for the
Advancement of Colored People (NAACP), on behalf of Herbert Kelly, Sr. and other Las
Vegas residents. Frank Schreck, Las Vegas resident and legal counsel to the League of
Women Voters of Nevada, served as a support to Mr. Kellar throughout the course of the
lawsuit. [According to Anderson (2012), the case was argued by Frank Schreck.] Kenny
Guinn, the Superintendent of Schools, and members of the Clark County School District
Board of Trustees were named as the defendants in the lawsuit. Alleging violation of the
Fourteenth Amendment of the Constitution, trial was held in October of 1968.
Upon conclusion of the trial, the courts found that the elementary schools of Las
Vegas were racially segregated and ordered that the school district prepare and
implement an integration plan. As a result of the court order, the Sixth Grade Center Plan
was implemented in 1972 to desegregate the elementary schools. The desegregation plan
involved busing Caucasian children from outside of West Las Vegas to the Westside to
attend the sixth grade centers, which housed kindergarten and sixth grade students. Black
children in grades first through fifth were bused outside of West Las Vegas to other
community schools. Parents both favored and opposed the plan. In general, Black
parents appreciated the effort to desegregate the schools; but felt strongly that the
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desegregation plan placed an unfair burden upon Black students and their families, as the
students would be bused five out of the six years of their elementary school educational
experience while White students would only be required to be bused for one year of their
elementary experience. Black students were already being bused out of West Las Vegas
for middle school and high school. (Middle and high schools were already integrated to
the extent that Black students were being bused out of West Las Vegas because there
were no neighborhood middle or high schools in their community for them to attend.)
Thus, Black students would essentially be bused for eleven of the twelve years that they
attended public school in Clark County School District.
Caucasian parents also objected to the busing plan to desegregate schools and in
protest, parents formed the organization Operation Bus Stop. Members of the
organization, opposed to busing for desegregation, voiced their protest at school board
meeting and through picketing. In addition to picketing, Caucasian parents further
illustrated their protest by withdrawing their students from CCSD schools during the
sixth grade. Helen Daseler of Las Vegas Day School remembered the controversy
surrounding CCSD’s mandatory busing plan. Daseler, a native of Colorado, moved to
Las Vegas with her husband and their three sons in 1961; relocating from Europe where
her husband had worked as a teaching principal. Together the couple founded and
operated Las Vegas Day School, the first non-sectarian, non-denominational, private
school in Nevada.
Opening its doors to the Las Vegas community for the 1961-1962 school year, school
began with an enrollment of 27 students. The school’s mission was to provide a practical
education based upon reading, writing, and arithmetic. In 1970 the school experienced an
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notable increase in enrollment as a result of the desegregation of Las Vegas schools.
Daseler (2007) recalls that, “…what really, really made a difference as far as numbers
and growth is concerned was, in 1970, integration. When they [the school district]
started busing youngsters in the sixth grade level to the Westside schools – and I’m sure
you’re not aware of this – there was a definite line there. No question about it” (p. 12).
Desegregation of Las Vegas schools through mandatory busing proved to be
controversial. Daseler explains the concerns of Caucasian parents at the time,
And to send their child at the six grade level from maybe a school within a block
from where they lived way over there where they didn’t want them to go anyway
– if they got sick or something – you know, it was a big problem, big problem.
Then they bussed all the other students, all the black students, into all these other
schools throughout the city. Well, needless to say, that caused more than enough
turmoil. (p. 12)
Bryant expands on the issue of school segregation and desegregation in Clark County,
sharing her perspective regarding the costs of desegregation.
One thing, we were glad for desegregation to come but it was a big pill to
swallow. It gave us, our children the burden to be bused out of our neighborhood,
our babies for 11 years... As soon as they started with the desegregation...We saw
one going to one school and another goes to another school, then somebody else
goes to another school. We divided them up….Then we noticed the fighting, the
ganging…They were not close like they were from the beginning. They were not
close. Before the desegregation, they were able to be friends…So, it hurt us in
that area.
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Parents’ views varied, illustrating the multifaceted perspectives surrounding the issue of
desegregation in Clark County. Evans also commented on the perceived costs of
desegregation twenty years later as the school district continued to contend with issues
and allegations of segregation, discrimination, and educational inequity,
It was a closeness between the home and the school back in the early 60s as
compare to now. Now you don’t see that closeness. You very seldom see that
closeness... If you have the close contact with school and the family, in the end
you have a successful child because mom and dad along with the school realize
one thing and that it takes two of them to make that child successful.
Evans’ educational experience and contention that it takes two to make the child
successful mirrors the relationship of a marriage in which both partners realize that
neither can succeed in building and maintaining the marriage without the other. With an
inherent understanding that the children of the marriage, of the family, will suffer the
consequences if the marital partnership is not one of mutual respect, trust, and care, they
partner with one another to ensure success for the child. The analogy of the home-school
partnership to the marital relationship has its unspoken beginnings in the history of the
Black educational experience. Vanessa Siddle Walker describes it in terms of the care
that was provided to the students.
Overall, the school operated like a family and expected its students to succeed.
Together, they suggest that the CCTS [Caswell County Training School] case
may be representative of at least some other unnamed African American schools
that existed in the segregated South. (Walker, 1996, p.219)
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Reflecting upon the benefits and costs of desegregation, parents wanted an education
of excellence for their children, and some believed that in order to obtain opportunity for
excellence they needed to invest in an education for their children outside of West Las
Vegas. Reverend Marion Bennett remembers the decisions made in search of equality
and opportunity in education. Bennett was born and raised in Piney Mountain, a small
community outside of Greenville, South Carolina. He pursued his undergraduate degree
at Morris Brown College in Atlanta Georgia, graduating in 1957. He then attended and
received a Master of Divinity degree from the Interdenominational Theological Center in
1960, also located in Atlanta, Georgia. Reverend Bennett relocated to Las Vegas in July
of 1960 to become pastor of Zion Methodist Church. He led the congregation of Zion
Methodist Church for 44 years until his retirement in 2004.
During his service as pastor of the Westside church, he served the community
working with the Nevada Voters League and the local branch of the NAACP, of which he
served as president for three terms. Actively participating in local civil rights issues of
equality and opportunity, Bennett (2004) recalled circumstances surrounding
desegregation of the Westside schools, “…we never had a middle school or high school.
Don’t have a high school to this day. I remember that we were trying to be an equal
partner. We wanted to abandon our value system to be with the white folks” (pp. 16-17).
As president of the NAACP, and head of Zion Methodist Church, Reverend Bennett was
privilege to an inside understanding of circumstances and choices regarding many
community advocacy activities. Many of the influential community leaders and members
active in enacting change in the Westside community were parishioners at Zion
Methodist Church, establishing close relationships with the pastor. Bennett’s
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perspectives are significant because of the role he played within the community as a
church and civic leader, and a close confidant to those also engaged in civic leadership.
The NAACP played a key role in organizing community members and calling them to
action. Community members and families wanted an equal and quality education for
their children. Bennett elaborated on the choices that were made within the community
regarding the segregation lawsuit.
Well, I’m willing to admit some of the mistakes that I think we made back then.
And the first mistake we made – myself included – we thought that integration
meant that we abandon all our values, everything we hold, surrender and just
merge. It was more of a merger than integration. And as a result, we’re the ones
that got short-changed. We didn’t demand anything. We closed up our schools
here on the Westside to just go be with the white folks and not demanding
anything in return. (p. 30)
Families and parents of students that remained in neighborhood schools on the Westside
were hopeful that the changes being enacted would begin the pavement of a path of
educational opportunity. Bryant further explains what parents expected as participants in
the desegregation plan.
The thing we wanted from desegregation was so we could get the same quality,
same education that they were getting across town… But it [desegregation] was
supposed to have prepared us for a better education. But then still we get…we are
the lowest on the totem pole…we don’t get the best teachers and
everything…You know over here, if they built up our schools, made them as nice,
we wouldn’t have had to try to go [outside the West Las Vegas community].
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They would try to give us the worst teachers. We get whatever is left over. We
weren’t getting the best. We wanted our children to have the best education just
like everybody else was getting.
Sentiments similar to those of Evans and Bryant were echoed by Dr. McCord, who
was serving as a school administrator at the time of the desegregation plan. Dr. Robert
McCord established his residency in Las Vegas in 1971. A native of Portland, Oregon,
he spent part of his youth in Philadelphia, Pennsylvania, and received his undergraduate
and master’s degrees in Wisconsin. Dr. McCord received his doctoral degree in 1978
from the University of Nevada, Las Vegas. An educator with the Clark County School
District for nearly thirty years prior to his retirement, Dr. McCord runs a private
consulting firm, and works primarily in education policy and school law. Additionally,
he is a faculty member at the University of Nevada, Las Vegas.
Having served as an educational leader in the Las Vegas community and the principal
of a sixth grade center facility during the period of the school district’s desegregation
plan, Dr. McCord’s voice provides insight into the perspective of an administrative
participant at the center of the school district’s design to integrate the Westside. As
Evans notes the lack of closeness that emerged as a consequence of school desegregation,
Dr. McCord’s comments indicate an invisible distance that seemed to develop between
the students and their families and the school(s).
But there’s always a disconnect from being distant from your school. There’s a
disconnect by parents, you know, a disconnect by kids. They feel like—I always
got the sense that they were always kind of visitors, not participants, although [I]
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don’t think that’s totally true, but there still was that underlying impression, and I
always found it curious. I found it uncomfortable.
It would seem this distance served as one of the barriers preventing parents from being
involved and engaged in their children’s education during desegregation. A distance that
contradicted the feelings of understanding, care, and welcome that parents, students, and
community members valued. Bryant and others recount not only an invisible distance,
but the very physical distance that also served as a barrier to parental involvement within
the school community. According to the United States Commission on Civil Rights
(1973), students were bused an average of eleven miles and thirty minutes from their
house following desegregation in comparison to the hour and a half students were bused
during desegregation. Bryant recalls the distance in quite a different measurement,
Our children wanted a place, and we wanted a place that would be called a
neighborhood school. So you in the neighborhood could go to that school. I
mean not have to be bused across town…I would get so angry to have to go way
out there. They couldn’t participate in any of the after school activities. They
couldn’t participate in so many things because it was too far and then they didn’t
have a bus that would bring them home in the afternoon. And if one of them got
sick or something, it would take me an hour to get way out there to [get] them and
bring them back. As of today, we still don’t have the high school. I guess we not
going to get a high school now.
Young recalled a similar instance in which a parent experienced the real distance
associated with desegregation busing.
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One parent came to us and said, she got a call from the school that her daughter
was sick, and the daughter I think was at Tomiyasu [Tomiyasu Elementary
School], way across town, you know, over by, I think it’s Hacienda near
Tropicana, somewhere at Hacienda and Tropicana, and they [the school] needed
somebody to pick the daughter up because she was ill. But the mom had no
transportation. She couldn’t get her child, she couldn’t get her daughter. And, you
know, the kid was sick, and there was nobody to pick the child up. And so, you
know, she complained to her pastor and complained to people. If the child was at
Mac [Jo Mackey], I could’ve walked over to get her, maybe three or four blocks, I
could get her, or get maybe somebody to use their car and bring her over, pick her
up. But you couldn’t do that there. I mean, who could go all the way over there,
and pick the child up? So it was that kind of thing. That kind of thing. It was
demeaning, it was insulting, and people were very outraged and insulted by what
happened, and what continued to happen to their children.
Distance proved to be more than an elusive sentiment, it was a concrete barrier that
discouraged and prevented parents from being physically present at the school to support
their children. Whether that support came in the form of a school visit, a parent-teacher
conference, attendance at a school function, or to care for an ill child, parents from the
Westside faced very real challenges engaging within the school community during
desegregation – a period that lasted more than twenty years. Accustomed to being
welcomed into the school “at any time… [and able to] come without notice and visit any
classroom,” (Toland, 2007, p. 44), parents were now foreigners in a strange land, without
a sense of belonging or connection. The family-school partnership that once existed
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within segregated schools was strained at best and nonexistent at worse under the
auspices of the school district’s desegregation plan.
Community Perspectives on Black Parent Engagement During Resegregation in
Clark County School District
Some individuals would argue that resegregation does not exist; insisting that the
school district has successfully met its responsibility to integrate Las Vegas schools. Yet
the answer of when the school district achieved unitary status - “that is…they eliminated
all vestiges of their previous racially segregated, or dual, school system” (Gray, 2011b,
para. 5) - and was removed from court supervision remains enigmatic. McCord shared
his recollection of the activities surrounding the desegregation plan that the school district
had implemented, recalling that, “there really was never a court order, at least to my
knowledge, there was not a court order, nor a declaration of unitary status. There was
just court supervision, and some reporting…”. However, according to Horsford (2008),
“In 1977, Judge Thompson determined the school board had complied with the Court’s
mandate, the decree had served its purpose, and terminated his jurisdiction of the case”
(p. 16); an implication that the school district had attained unitary status and was no
longer subject to court supervision. Still others contend that unitary status was not
acquired until the early 1990s following the filing of a 1989 lawsuit against Clark County
School District by the Las Vegas Alliance of Black School Educators (Gray, 2011b).
Student demographics of the West Las Vegas schools had changed. Prior to the 1954
Brown decision, the student populations of the West Las Vegas schools were racially
diverse. However, as the Black population increased in Las Vegas following 1954 the
schools became more racially homogenous in enrollment. In 1968, at the time of the
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segregation lawsuit filed against Clark County School District, the student population on
the Westside was 97% Black (Kelly v. Guinn). By 1972 the Black student population
was 76.2% and in 1981 it was 48.7% (Swainston, 1982) . By 1992 the Black population
in West Las Vegas had dramatically declined, and the Hispanic population was on the
rise, a trend reflected in the student demographics of the community schools (Richmond,
2009b). Mandatory desegregation busing was being dismantled in Las Vegas and cities
across the country.
After more than twenty years of mandatory busing West Las Vegas families
welcomed the children’s return to the neighborhood schools. While many children
returned to the community schools, the district continued to offer transportation to those
families who elected to attend schools outside of the West Las Vegas community; the
district’s effort to promote diversity (Richmond, 2009c). Choosing to keep their children
in neighborhood Prime 6 schools has been not been a choice without cost. Richmond
reported, “Almost without exception, the assigned schools have stronger records of
academic achievement than the Prime Six campuses” (2009a, para. 14). That did not
seem to change the families’ desires to have their children close to home. Bryant’s
thoughts reflect the parents’ commitment to be involved in their children’s education.
We parents have been fighting all the way. From day one since we got here, we
have been fighting all the way for better schools, for better teachers, for better
help in any kind of way. We help prepare our children for the future. We have
been involved in their education. Me, I have been involved in…I was president of
the PTA at one of my children’s schools. I was secretary once, then I just worked
as member. I have been involved in…Cub Scouts. I had a pack…134, girl
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scouting. I always worked in trying to bring them together. Involvement in
whatever your children are doing. You get involved. You create different
things…You got to work with the children and the teacher and everything.
Cindi Chase, a Las Vegas resident since 1961, recalls growing up on the Westside.
She lived on Donna Street and Carey Avenue and remembers attending Madison Sixth
Grade Center, when it was a sixth grade center school, even though she lived across the
street from McCaw Elementary School. She also remembers her daughter attending
Madison Sixth Grade Center as a sixth grade student many years later. Chase expressed
an appreciation for the school district’s efforts to “…work to rectify the unfairness that
people have had to live by for years”. She began volunteering as a parent at Mabel
Hoggard Math and Science Magnet School at the school’s inception as the first
elementary magnet school for Clark County School District in 1993; when her children
were selected through the lottery process to participate in the magnet program. Chase
recalls spending an appreciable amount of time volunteering at the school.
I was volunteering all of the time, so the administrator, Mr. Evans, at the time
said, ‘Since you’re here all the time I’m going to put you to work.’ So, I said okay
and he put me work. He needed a campus monitor so he put me in that position
then moved [me] to a clerk position.
She would remain at Mabel Hoggard Math and Science Magnet School for the next
fifteen years. Her memories surrounding desegregation of West Las Vegas are not
dissimilar to those of other community residents and leaders.
I feel that after the decision of desegregation was made to give students of all
backgrounds an equal education, there was still a huge gap between the schools
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and cultures in East and West Las Vegas. But society has been changing and our
school system mirrors that. Methods such as those used at our school, which is a
magnet school, offers a diverse student population and high academic standards…
Progress has been made. Changes have taken place. Community leaders and residents
attest to those changes. Principals of the sixth grade center schools, implemented as part
of the school district’s desegregation plan, recall some of the developments that occurred.
As principal of a sixth grade center school, McCord recalls the additional resources that
the school district provided for the sixth grade center schools.
[CCSD Superintendent] Kenny [Guinn] had done an interesting job. He had overresourced the Sixth-Grade Centers, which kind of stood in stark contrast to what
those schools were like when they [were] K-6, or K-8 in some respects. They
were under-resourced in those days. Now they’re over-resourced. Now, and I
always had an uncomfortable feeling, because I hadn’t been there when they were
the K-8 or the K-6, that that stood as an uncomfortable yet convenient response to
the kids that bore the one-year burden, and a rather uncomfortable slap in the
face—I don’t have a better term for that—for the kids that bore the responsibility
for the eleven years. Well, actually twelve years.
Young, also served as a principal of a sixth grade center during the implementation of the
school district’s desegregation plan, and remembered the extensive resources provided to
her school as part of the changes that were taking place within the school district.
Well, you know, it was very perplexing. For one, I’m a principal at Jo Mackey.
And they’re setting such a massive, you know, kind of integration plan. And so
they take the school I have and, I’m telling you, they gave me all kinds of
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resources. I had two band programs. Two. I had a full-time choir program. This is
sixth-graders. I had a part-time orchestra program. I had a full-time GATE
program, Gifted and Talented Education program… I had a full-time counselor, at
least a part-time assistant principal to full-time assistant principal. I had resources
in terms of making sure that that school was run well. I had five feeder schools
that came into Jo Mackey. And those people, those parents got the red-carpet
treatment. And they made sure that people like me as the principal, that I had
whatever I needed to be successful…We had three almost Hollywood
productions, kind of drama productions, at my school a year. We had a
newspaper. I had a TV. I had [-] it’s called KANO, Kids Are Number One. I
had a partnership with Channel 3. I had a whole TV studio set up in my school…
The resources afforded to Young also included opportunity and she remembers the
students taking four ski trips a year, an annual fall trip to Magic Mountain and an annual
spring trip to Disneyland. The students also benefited from local resources and attended
annual career programs at Community College of Southern Nevada (now CSN, College
of Southern Nevada).
Despite the abundance of resources, it appeared that the students faced academic
challenges during this period of transition. According to Kuzins (1980), educators
acknowledged the benefits of the desegregation plan in promoting social integration, but
noted, “…there is a persistent skepticism that the schools have stressed human relations
while sacrificing academic programs” (p. 1A). Examination of the Criterion Reference
Test results and statistics at the sixth grade centers for the 1979-1980 school year
indicated, “Students at two of the seven sixth-grade centers scored below the district’s
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average in reading and youngsters at four of the centers fell below the average score for
math” (p. 5A).
Nearly thirty years later and the reports remain arduous. Parents’ involvement in
their children’s education continue to be one of active engagement. Recently, parents
have returned to the school district board meetings, frustrated with what some have
termed inaction on behalf of the school district to attend to the needs of the families and
students of West Las Vegas.
Race-tinged turmoil in the relations between CCSD officials and West Las Vegas
parents and their advocates — long simmering beneath the surface — has recently
re-emerged publicly. And once again at the center of the turbulence are the
district's actions — or inactions — regarding the educational plight of children
attending the racially and economically segregated West Las Vegas Prime Six
schools, now attended by as many students who are Latino as African American.
(Gray, 2011b, para. 2).
Despite the school district’s efforts to attend to the needs of the West Las Vegas
community and its students, the families remain disappointed and discouraged. Details of
a 2009 study, commissioned by Clark County School District and conducted by Dr. Gary
Orfield, who serves as co-director of the Civil Rights Project at University of California,
Los Angeles, reveal that the Prime 6 schools currently have “extremely disadvantaged
and isolated student bodies” and they are "doubly segregated by race and poverty". This
type of isolation is "linked to achievement scores seriously behind the district's average
performance both for total enrollment and for black and Latino students" (Terriquez,
Flashman, & Schuler-Brown, 2009, p.4).
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Decades following the1954 Brown v. Board of Education and the 1968 Kelly v. Clark
County School District, families continue to petition as voice for their children. Families
that found themselves physically and emotionally disconnected from their children’s
school communities during federally mandated desegregation are reestablishing their
involvement, advocating for their children’s education. Community leaders, residents,
and parents are disheartened; convinced that the school district did not fully commit to
implementation of the Prime 6 revised desegregation plan. “Thus, many observers are
not surprised that, nearly 20 years after the Prime Six plan was agreed to, Clark County
[School District] again faces contentious school-board meetings, civil rights complaints
and a frustrated and exasperated West Las Vegas community” (Gary, 2011a, para. 21).
Effective Parent Involvement: Epstein’s Six Types of Involvement
Joyce Epstein’s (1995) Framework of Six Types of Involvement used to illustrate the
ways in which parents engage and participate in their children’s education, serves as a
traditional model of parent involvement. Epstein’s framework defines six types of
parental involvement which include parenting, communicating, volunteering, learning at
home, decision making, and collaborating with the community (Epstein,1995). Serving
as a model for teaching and learning communities seeking to establish family and school
partnerships, the framework provides an acknowledgement of the different approaches to
and opportunities for parental involvement. Epstein’s parent involvement model served
as the analytical framework for this research study; facilitating exploration and analysis
of the role that Black parents have historically played in their children’s education within
segregated, desegregated, and resegregated educational contexts. Epstein’s framework
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also served to examine comparisons and contrasts between the historical role of Black
parent involvement and traditional definitions of parental involvement.
Type 1: Parenting
This partnership practice is intended to assist all families in establishing home
environments to support children as families. Epstein (2010, 1995) outlines sample
practices that include workshops, and videos about parenting and child-rearing; parent
education classes and trainings; a provision of suggestions and recommendations for
supporting learning in the home; family support programs and neighborhood meetings
that construct an understanding for families about schools and schools about families.
This involvement was most evident in the West Las Vegas community in family, school,
and community partnerships prior to desegregation and during resegregation of the
community.
Situated in a community unto itself, residents experienced a closeness that is fondly
recollected in the oral histories. Parents, educators, community members and leaders
recall an intimacy that provided the constructs of genuine and meaningful relationships.
These relationships served as the conduit for families, schools, and community members
to collaborate with one another in addressing issues of student success and parenting as
an essential component in student achievement. Toland (2007) recounted an open door
policy at Kit Carson and Robert E. Lake, elementary schools under her administration
that provided parents’ opportunities to understand the structure and curriculum of the
school. She explained, “We had a very warm school atmosphere (p. 23)…The children
felt very cared for … people want to care, and you just have to allow it” (p. 34). Bryant
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also recalls the collaboration among the families, community members and school
leaders.
You would have these PTA meetings and you would get to know the parents and
the needs of the community, the needs of the child, the needs. Everybody would
kind of be working on a common goal to fulfill these needs.
Other narrators described intentional and candid conversations with families within the
context of building student success. Families were open to these conversations because
of the mutual value and respect between families, schools, and the community.
Principals explained to parents the importance of demonstrating a respect and value for
education; emphasizing modeling of positive examples, as a parent, for the students.
These parenting practices, grounded in relationships and respect, serve to attend to the
needs of the students, the families, and the community.
Type 2: Communicating
The second set of partnership practices utilizes effective forms of school-to-home and
home-to-school communication. The communications detailed school programs and
children’s progress. Epstein’s (1995) standard practices include teacher-parent
conferences, regular sharing of student work, personal distribution of student report
cards, and regularly scheduled communication through memos, newsletters, or telephone
calls. This involvement practice also includes transparent provision of information
regarding school, program, and activity choices, as well as clear and concise information
on school policies and programs, and transitions and reforms. West Las Vegas
community members and families experienced the most effective and meaningful
communication through personal contact and interactions. The oral histories reveal
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different practices of communication at different times during the segregation,
desegregation, and resegregation of West Las Vegas. The establishment of relationships
allowed communication to occur freely from home-to-school and school-to-home during
times of segregated education.
Parents, students, and educators experienced the characterization of care that Walker
(1996) describes when detailing the conversations that students had with the CCTS
teachers and principal; conversations that transcended academic topics and demonstrated
an interest in and attention to students that contributed to the building of relationships.
This practice also found prominence following implementation of the Prime 6 plan in
CCSD. Administrators shared that the power of communication was used as a tool to
encourage and invite parents and families into the school community and to rebuild and
nurture bonds that had become strained and fragile during desegregation. Narrators
recalled the distance that had separated families from the outlying schools during
desegregation; limiting meaningful communication.
Epstein details the importance of newsletters, memos, language translators, telephone
calls, annual parent-teacher conferences and homework folders, all of which are
significant parts to establishing home-school partnerships. Yet, in the West Las Vegas
community, families and community members valued and desired the personal
connection and meaning that is difficult to convey exclusively through written words.
Narrator recollections allude to personal, face-to-face interactions that facilitated
communication. As principal of Robert E. Lake Elementary School during the school
district’s desegregation plan, Toland (2007) recalled visiting with parents in the home of
the school’s PTA president.
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… invite people to her house in the mornings or during the day for a series of
what we called coffees. She had coffee and Kool-Aid, possibly, but I would go
over and take a teacher, and we’d just talk to any parent who wanted to come,
because there was no communication or had been no communication except as
employer to employee between many of those [Caucasian] people and us. (p.45)
Toland’s recollection speaks to the importance of communication, as well as to the fact
that prior to desegregation communication between Blacks and Caucasians had been
nonexistent. Additionally, Toland’s recollection illustrates the significance of meeting
with one another to foster communication. Such was the experience and desired
experience of most families and residents of West Las Vegas.
Type 3: Volunteering
Epstein (2010, 1995) describes the partnership practice of volunteering as recruiting
and organizing parent help and support. The practice describes designing recruitment ,
training, and scheduling for volunteer opportunities in the school and classroom that are
designed to assist teacher, administrators, students, and other parents. The redefinition of
this practice best supports the volunteer practice of West Las Vegas community residents
and families. The redefinition acknowledges the volunteerism of any stakeholder within
the community and recognizes that volunteerism takes place outside of the school
building as well as within. The redefinition is important as the narrators recounted the
significance of the support secured through community members and extended family, as
well as the involvement of parents outside of the building as volunteers that support the
development of their children’s education. As an administrator, Toland described how
family and community members would work together to provide for the field trips,
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programs, and activities that the Kit Carson students participated in, such as camping
trips, train ride experiences, and Disneyland trips. She recalled using coupons to support
the students’ activities. “During those days you could clip coupons, grocery coupons,
and take them to Thriftimart [Thrifty Mart grocery stores], and Thriftimart gave us
money for the coupons…” (p. 30). Parents would assist with the cost of the activities so
that all the children could participate.
Volunteering at Mabel Hoggard Math and Science Magnet School provided an
opportunity for Cindi Chase to become a clerk for the school; a position in which she
remained for over fifteen years. Her commitment to the community and to the school
was such that even after moving to Pahrump, Chase would make a 45-minute daily
commute to Las Vegas to work at the school.
The oral histories communicate a collective volunteerism that served the needs of the
children and the school community. Again these practices were most evident during
periods of segregation and resegregation, as desegregation served to distance families
from the school community; making it difficult for them to be involved in their
children’s school site-based activities due to distance and feelings of disconnection.
Type 4: Learning at Home
The fourth partnership practice entails the provision of information and ideas to
families, outlining ways to assist students with homework and curriculum-related
projects. According to Epstein (2010, 1995), model practices consist of dissemination of
information regarding grade-appropriate skill development and assessment; regularly
scheduled interactive homework and homework policies; and site-based family activities
that emphasize math, science and reading.
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Committed to the education and success of her children, Bryant recalls an early
experience with Westside School that prompted her to refocus her efforts on providing
learning at home for her student. Confident that the design of the school curriculum
lacked rigor and challenge, she provided a home learning environment to support and
develop her daughter’s skills.
When I first came to Las Vegas, my daughter was in the first grade. I was from
Louisiana. The only school we had for African American children [in Las Vegas]
was the Westside School… My daughter, because we were from Louisiana and
what we did back then…mothers taught their children back then to read. My
daughter could read a little in her book, she could write. When she got to school,
Ms. French [the school’s principal] said she could not write manuscript no more.
She would have to go back to print. She said she was too young to write. You
see trying to handicap her because she was able to join her words together and
write out her things she wanted. She stopped her. I told her you can stop her
from writing here at school, but can’t stop her from writing at home. So I
continued her with her writing and everything at home. She knew her ABCs. She
could count because I already taught her that. She said she is knowing too much.
Bryant’s decision to provide her daughter additional instruction and support at home is
representative of that of the newly emancipated freemen, whose discontent and
dissatisfaction with the social and religious instruction provided to them by benevolent,
northern societies, constructed their own schools and crafted their own curriculums
(Anderson, 1988; Browning, 2011). Learning at home has been an activity that parents
have taken part in for hundreds of years, dating back to the days of slavery when Blacks
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assumed responsibility for their own education because teaching slaves to read and write
was prohibited (Yetman, 2002). The nature and fashion of segregation demanded such of
parents.
Type 5: Decision-Making
The partnership practice of decision-making assumes an inclusion of active
involvement of parents in school decisions and the development of parent leaders and
representatives. Epstein (2010, 1995) outlines practices that encompass an active
PTA/PTO or parent organization that enlist parents as leaders to serve as part of advisory
councils, school committees, and advocacy groups effecting school reform and
transformation. The practice also requires family and community involvement on
district-level committees and councils. This partnership practice best represents the
advocacy and active involvement of the community residents and families of West Las
Vegas. Serving as catalysts in the legal actions taken against Clark County School
District throughout the history of the district’s segregation, desegregation, and
resegregation of West Las Vegas schools, parents and community members actively
participate in and petition for the education of their children. The 1968 Kelly v. Clark
County School District and subsequent legal actions, including the 1989 lawsuit filed by
the Las Vegas Alliance of Black School Educators (LVBSE) against the school district,
are examples of parent advocacy within the West Las Vegas community. At the
persistence of families, the Educational Opportunities Committee was established to
address returning the sixth grade center schools to neighborhood schools, which resulted
in the adoption of the Prime 6 Plan in the early 1990s and the reconstitution of Booker,
Carson, Fitzgerald, Gilbert, Kelly, Mackey, Madison, and McCall, as well as the creation
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of magnet schools within the community to foster and promote diversity and educational
equity.
Decision-making practices, including advocating and lobbying for change, has been
the most prevalent type of parent involvement that West Las Vegas families have
participated in during segregation, desegregation, and resegregation. Parents and
community members maintain their engagement in decision-making practices within the
West Las Vegas community serving as members of the PTA, parent organizations, Parent
Advisory Council (PAC) committees, and planning committees at each of the Prime 6
schools. Activists and advocates, community residents and leaders continue their petition
for quality education and equal opportunity for all children (Gray, 2009a, 2009b).
Type 6: Collaborating with the Community
Collaboration with the community encompasses the practice of partnering with
community members and organizations to provide resources, services, and support to
children and families that foster student learning and development. Epstein’s examples
of these practices include a provision of information regarding community health, social,
recreation, and cultural programs and services that support student learning and skill
development. Additionally, it includes a focus on service integration through schoolcommunity partnership. The practice includes not only a provision of services for
families, but also a provision of services by schools, families, and students to the
community.
The narrators’ recollections included collaborative experiences with community
members and leaders to provide support to the children. Some experiences indicate the
efforts of single individuals appealing to the community for resources and support and
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others are indicative of groups of individuals working in concert with one another to
address the needs of the community’s children within and outside of the school building.
One of those individuals, actively engaged in the community and committed to positively
contributing to the lives of children, is Bryant. She recalled that her granddaughters and
some of the children that she worked with in the community wanted to play softball, but
there wasn’t a girls’ softball team in the area. After approaching the North Las Vegas
Recreation Center about the girls’ interest, she remembers working with a community
pastor to secure sponsorship.
They [the North Las Vegas Recreation Center] said well if you can get someone
to sponsor you and bring us $200, then we will just go ahead and sign them up.
And so I got Pastor Bennett to sponsor us and he gave us the $200. And I went
down there and registered these girls. And we were the first girls’ softball team in
Las Vegas…
Other community members coordinated their services and resources to support the
children. Educators, leaders, and residents describe partnership practices that involved
enlisting the support of influential community members, and local politicians, such as
commissioners, senators, and local church pastors and ministers to encourage and
motivate parents and families to become involved in the community and the school.
These community stakeholders serve as members of school-based committees to address
school community issues that impact students’ education. In some instances, the task of
engaging parents and promoting parental involvement is delegated as a specific
responsibility within the school community; that individual or group of individuals then
direct the campaign to increase family involvement.
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The concentrated efforts of community partners working together to engage families
and students and support the community represents the narrators’ collective memories
throughout segregated, desegregated, and resegregated time periods in West Las Vegas.
Black Parent Engagement: A Model of Care
Epstein’s (1995) representation of a traditional parent involvement model emphasizes
care and support of families and children. She asserts, “The way schools care about
children is reflected in the way schools care about the children's families. If educators
view children simply as students, they are likely to see the family as separate from the
school” (p.701). The concept of care is one that the West Las Vegas families embraced.
It is a personal care that eludes description, often referred to as the care of family. It is
the dissolution and separation of the family from the school during desegregation, both
physically and figuratively, that seem to cause the most tension and frustration for West
Las Vegas families. Feelings of being distanced, disconnected, and unwelcomed in the
outlying schools to which the West Las Vegas students had been bused under the
district’s desegregation plan, emerged from the narratives. Teachers, children, leaders,
and community members in West Las Vegas were often considered and treated as part of
an extended family in which all members were responsible for and entrusted with the care
and well-being of the children. Together the extended family worked toward the common
goal of nurturing, supporting, and developing the children, while supporting and caring
for one another as well. This concept of care appeared to vanish during desegregation.
Examination of the oral histories reveal that identification and perceptions of many of
the parent involvement practices of West Las Vegas families during periods of
segregation, desegregation, and subsequently resegregation, parallel those described in
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Epstein’s Six Types of Parent Involvement framework. Epstein’s fifth typology,
decision-making, appeared to be most distinguishable in analysis of the accounts; most
specifically noting parent leaders as advocates influencing school reform and
improvement. Parents and community members have been involved in influencing the
decisions that are being made at the school level, at the district level, and at the state level
regarding the education of the children of their community during both segregation and
desegregation. Inquiry into the histories also revealed that as the parents emerged as
leaders and advocates within their community, particularly during the desegregation and
resegregation of West Las Vegas, working in collaboration with community leaders and
organizations, furthered their efforts in effecting change in the community.
Topics significant to gaining insight about parent involvement and participation
within the West Las Vegas community were shared through the narratives. These topics
warrant introduction for consideration in understanding the how and why of parent
involvement, or more importantly the why not of parent involvement in West Las Vegas,
particularly as parent involvement is defined within the traditional framework of parent
involvement. Obstacles and barriers to parent involvement developed as a point of
consideration, as did the question of who is responsible for the education of the children.
These two points suggest an understanding of the difficulty that many West Las Vegas
families have experienced in being involved in their children’s education.
Black Parent Engagement: Obstacles and Barriers
Consequences of Desegregation
The narratives established that desegregation, although necessary for educational
equity and opportunity, served to segregate families from the school community.
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Desegregation, preventing the development of meaningful and caring relationships
between families and outlying school communities, robbed families of the opportunity to
be fully involved in their children’s education. Bryant, involved in the education of her
great-grandchildren, recalled the children being bused a great distance from the West Las
Vegas community and how the distance created hardships for her family.
That was way up at the mountain. I would get so angry to have to go way out
there. They couldn’t participate because it was too far and then they didn’t have a
bus that would bring them home in the afternoon. And if one of them got sick or
something, it would take me an hour to get way out there to bet them and bring
them back.
Clark County’s School desegregation plan, in its design, limited parents’ opportunities to
attend school functions, volunteers at the school, or participate in face-to-face parentteacher conferences. Thus the parent-school-community relationship suffered tension
and strain (Lightfoot, 1980) from the inception of the district’s desegregation plan. In
some instances, relationships have endured tension and strain under the revised
desegregation plan as well given that some students continue to be bused a considerable
distance from their neighborhood community to attend designated schools of attendance
under the Prime 6 plan. It is also important to consider what impact, if any, the strained
parent-school-community relationship has had on student learning, development, and
achievement.
The Black Family: Family Dynamics and Structure
Family structures and dynamics have also influenced parent involvement. At times,
the family dynamics has served as an obstacle to parental involvement. With family
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structures ever-changing, more and more households are being maintained by single
parents. Statistics suggest that 6 out of 10 children live in single-parent homes (Wetzel,
1990). The concerns and challenges for single-parent families are substantial. Evans
remembered a conversation he had with a parent, who feeling the pressures of parenting
shared her difficulty in finding time to be involved.
One lady said the other night, I’m single, I’m working three jobs, and I still can’t
make it. Now I know it’s hard but we have to try to find some time to spend with
the child and doing that we begin to communicate that education is important and
I can’t make it without it.
How do we find that time? The concerns and challenges of single parenthood are
demands that educational leaders face in empowering and fostering increased parent
involvement. Equally demanding are the challenges of households maintained by
grandparents raising and caring for their grandchildren. The number of households in
which grandchildren are being cared for by grandparents are becoming increasingly large
(Brintnall-Peterson et al. 2009). The most recent census reports indicate that 2.5 million
grandparents are raising their grandchildren (U.S. Census Bureau, 2010).
Not unlike the single-parent family, grandparents are facing similar challenges regarding
availability of time, distance, and transportation, often times complicated by health
concerns and issues of poverty (as indicated by the 2010 Census).
The Education of Children: A Shared Responsibility
The narratives indicated diverse perspectives regarding the responsibility of the
education of the children. Some indicated that the parents are responsible; others
suggested that the responsibility would be a shared one, and yet another response found
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that the responsibility would be that of the student. When the question was posed to
Evans, he remarked, “Well, the responsibility rests with the parents. The parents have to
tell the kids. I tell parents all the time when I see them in the dean’s office that you can
get an education”. Bryant agreed and added that the responsibility was a collective one.
The parents, the superintendent of schools, the teachers. We’re all, but I put
parents at the beginning. But all of us are responsible. All of us are responsible
for trying to push our children up to better than we are, than we were. We are all
responsible.
Young also spoke to a shared responsibility. She shared an African proverb, noting, “…it
takes a village to educate a child, just like it takes a village to raise a child”. Chase
offered a significant contribution to the answer of who is responsible for the education of
the children.
Ultimately each student is responsible for his or her educations. As teachers,
administrators and other staff members we only make those educations available.
However, by offering academic programs that interest and benefit students, we
can take a more active role in giving these children a good chance at success.
Student success is the fundamental concern for all stakeholders. Providing the support,
the resources, and the foundation for children to receive an equal opportunity and
equitable education for chance to succeed and achieve is the ultimate goal. How to
ensure that every child is afforded an equal opportunity and equitable education remains
the challenge.
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Summary
Parents in segregated communities experienced meaningful relationships with school
leaders and teachers (Anderson, 1988; Walker, 1996). The parents and educators
recalled welcoming environments that respected and valued families and children. The
school door was always open and there were opportunities for parents to be involved in
authentic partnerships in which they worked with education and community leaders to
foster academic and character development in their children. As Walker (1996)
indicated, “In whatever form, their participation paints a picture of an African American
community in which many parents were intimately connected to the life of the school” (p.
200). These are the recollections of the narrators of the oral histories of this project.
Their memories are ones of care, respect, and value. They remember a shared
responsibility in which school leaders, teachers, and parents worked in concert with one
another to foster and nurture student achievement and development. Together, each one
fulfilling an essential role, they built a community that embraced and cared for all
children. They were not welcomed outside of their neighborhood community. The
boundaries, which confined them, symbolized the racism and prejudices that pervaded
Las Vegas, yet those same boundaries represented a sense of care and belonging. The
boundaries represented home.
Unlike the caring environment they encountered that supported and nurtured their
children during times of segregation, Blacks experienced feelings of isolation, exclusion,
and disconnection during the district’s desegregation plan. The sting of these lived
experiences continue to linger among the bitter memories and shattered promises of equal
opportunity and quality education. Desegregation, intended to promote racial diversity
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and provide an equalization of educational opportunity and privilege, separated
communities and families. Unintentionally, desegregation served to segregate families
from the school community. Access to the school leaders, teachers, and their own
students restricted by design of the desegregation plan greatly impacted and limited
parent involvement and engagement at the school building. Restricted in their ability to
participate or engage in their children’s education as defined by traditional models of
parent involvement, parents were discouraged and appealed to the school district for a
return to neighborhood schools.
In response to lawsuits and civil rights complaints filed by parents and educators,
who argued that black students had as much right as their white peers to attend
school close to home, district officials and West Las Vegas residents sat down to
devise a possible solution. (Richmond, 2009b, para. 4)
The solution came in the form of the Prime 6 schools. Sixth grade centers returned to
neighborhood schools; students returned to their communities. School choice served to
promote diversity.
An exploration of the perception of Black parents’ role in their children’s education
in segregated and desegregated contexts revealed unexpected findings. Analysis of the
oral histories and secondary source data disclosed a trend of resegregation within the
Prime 6 schools, as well as within outlying schools across the Las Vegas Valley. The
perception of the role Black parents have historically played in their children’s education
during segregation were manifest within an educational context being described by
researchers as resegregation. A closer examination of the student demographics of each
of the Prime 6 schools and that of outlying elementary schools revealed that the schools
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within West Las Vegas and Las Vegas were again experiencing de facto segregation
(Kozol, 2005; Patterson, 2001); defined frequently as resegregation.
The school districts’ efforts, albeit commendable, produced unintentional
consequences. Schools in the West Las Vegas communities have become resegregated.
Commissioned reports, panel reviews, and researchers have explored and examined the
Prime 6 plan and found that the schools face great challenge, academic challenges
possibly linked to student demographics (Richmond, 2009b). “What isn’t known is why
the enrollment patterns are playing out the way they are” (para. 13). What is known is
that students at the Prime 6 schools continue to be segregated by race, poverty, and
language and students are struggling academically (Gray, 2011a; Richmond, 2009b;
2009c). Parents are committed to actively pursuing a solution. Black parents in West
Las Vegas, in resegregated contexts, are engaging in relationships in which they are
partnering with the school community, working toward a shared goal of student
achievement and success, as they did in times of segregation. The financial resources and
support provided to the Prime 6 schools are substantial, yet educational access and
opportunity continues to find students segregated and struggling to achieve academically.
As the community seeks to understand why this phenomenon is occurring, advocacy and
activism continue to be important avenues of involvement for the families of West Las
Vegas.
The findings hold great implications for practice and policy for the schools and for
Clark County School District. How can the discoveries made regarding Black parent
involvement during segregated, desegregated, and resegregated contexts be used to
encourage and empower parents to participate and become engaged and valued as full
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partners and stakeholders within the school community and within the school district? It
is important to emphasize core concepts of parent involvement (illustrated in Figure. 1)
and further explore theories and the implementation of strategies that could inform and
guide the development of parent involvement programs that focus on shared learning,
shared knowledge, and a shared goal of student achievement and success. The findings
indicate Black parent involvement centered and flourished around concepts of care,
connection, and collaboration. The feelings of care, connectedness, and genuine
partnership with community leaders, community members, and schools served as
catalysts for meaningful parent engagement. The concepts, interdependent, impacting
one another; they work together to develop and encourage parent involvement and
partnership. These concepts serve to motivate and foster parent engagement within the
school community.

care

connection

collaboration

Figure 1. Concepts of parent engagement.

The concepts are implicit in the answers to the study’s research questions. The
answers to the research questions are summarized below.
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1. What were the perspectives of community members (i.e., parents, educators,
church leaders, elected officials, activists) concerning the role of Black parents in
the education of their children in West Las Vegas prior to Clark County School
District’s Sixth Grade Center Plan of Integration?
Reflections within the oral histories indicate a perception of West Las Vegas
families as being actively involved in the school community. The narratives
present a portrayal of Black families as active participants in their children’s
education. Parents and families engaged in an array of activities from offering
parenting support and providing home instruction and support to petitioning
equal opportunity and equal education. A sense of care among parents,
teachers, educators, and community members provided the base for
meaningfully, engaging partnerships in which the stakeholders shared
responsibility and worked cooperatively for the achievement and success of
the community children.
2. What were the perspectives of community members (i.e., parents, educators,
church leaders, elected officials, activists) concerning the role of Black parents in
the education of their children in West Las Vegas after Clark County School
District’s Sixth Grade Center Plan of Integration?
Initial observations would indicate a perception of parents as uninvolved and
unengaged in their children’s education, as has been presented in previous
research literature. However a closer analysis of the role that parents played
during the desegregation of Las Vegas schools reveal that West Las Vegas
families were engaged in the complex parenting practice of advocacy and
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activism. They negotiated for change. Instrumental in school transformations
and reform efforts of the Clark County School District for forty years, families
developed and demonstrated parent leadership skills that provided parent
voice to the educational decisions affecting their children.
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CHAPTER 5
CONCLUSION
Research has demonstrated the importance and benefit of parent and family
involvement and; positively linked parental involvement to student achievement
(Hoover-Dempsey et al., 2005; Ingram, Wolfe, & Liberman, 2007). “Empirical evidence
demonstrates that parents’ involvement in their children’s education has a strong and
positive association with student achievement. As a result, school policies have
encouraged and mandated parental involvement for decades” (Fields-Smith, 2005, p.
129). Federal and state legislation mandating parent involvement attest to its importance
as a factor in student achievement and success as measured by improved student
attendance, (Sheldon, 2007), increased perception of literacy and math competency
(Dearing, Kreider, & Weiss, 2008), increased literacy performance (Bailey, 2006;
Dearing, Kreider, Simpkins, & Weiss, 2006), and improved teacher-student relationships
(Dearing, Kreider, & Weiss, 2008).
Restructured, site-based management, in which school administration, rather than
district administration, retains control of the daily operation of the school site and the
education of the students, advocates the governance of a board that includes parents and
community members. As members of the board, parents and community would
participate in selection of curriculum, hiring of teaching faculty, budget decisions, school
organization and school reform efforts (Hiatt-Michael, 1994). Increasing parent
involvement serves to benefit not only the family and the children, but also the school
community. Yet, “At present a tension often exists between professionals, on the one
hand, who espouse the belief that they alone are qualified to make complex decisions
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affecting the education of our nation’s children, and parents, on the other hand, who
believe that they should have a voice in their children’s compensatory public education”
(Hiatt-Michael, 1994, p. 257).
As school district leaders, school administrators and teachers seek ways to influence
and affect student achievement and success, promoting “meaningful family engagement
developed through equal partnerships between parents and teachers can provide the
support all students need to academically engage, learn, and achieve” (Horsford &
Holmes-Sutton, 2012, p. 6).
Assumptions and Findings
This research study developed as an interest in parent involvement and the
conceptualization of Black parent involvement in traditionally marginalized
communities. An initial interest in how Black parents perceive their roles within their
children’s education evolved as it became apparent that an understanding of the historical
role that parents have played in their children’s education and the perceptions of that role
were essential to an exploration and examination of the former interest. This dissertation
reflects an investigation of the perception of the historical role that Black parents have
played in their children’s education. A review of the literature and research on parent
involvement and Black education led to the development of assumptions in regards to the
research’s findings. These assumptions were supported, and in some instances,
unsupported by the findings of the study.
Desegregation as a Barrier to Parent Involvement: Unintended Consequences
An examination of the findings regarding parent involvement within segregated,
desegregated and resegregated contexts, revealed a fortuitous discovery. Desegregation
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created disconnects between families and school communities. The discovery provoked
pause and reflection. Unsupported was the assumption that desegregation was the cure
for the country’s hardship and suffering experienced under segregationist law and rule.
The War on Poverty proposed that the disadvantaged population, feeling isolated and
powerless, “…needed to be reconnected with their immediate community and to interact
with a political system that would hear them and respond to them” (White & Buka,
1987, p. 66). Advocating for equal opportunity and equal education, West Las Vegas
families and community members, among the isolated and disadvantaged, found their
efforts rewarded with a ruling in their favor during the segregation lawsuit, but at what
expense? The school district’s desegregation plan seemed to cause irreparable harm.
More than forty years later, the community continues to suffer racial isolation,
resegregation by poverty, language barriers (Haug, 2009), and grave concerns regarding
student achievement; concerns that Dr. Orfield and his colleagues define as a general
underachievement in literacy and math for students of the Prime 6 schools in West Las
Vegas (Terriquez, Flashman, & Brown, 2009).
Desegregation plans left families and community members of West Las Vegas
disheartened and discouraged. And yet, parents and community leaders remained
resolved in their commitment to the education of their children, continued to advocate on
their behalf, and some twenty years later, realized the development of the Educational
Opportunities Committee and the Prime 6 plan. This advocacy and activism served as a
form of parent involvement for West Las Vegas families in a time when their
participation seemed to fall outside of the traditional parameters of parent involvement.
The families had not always been afforded the opportunity to physically participate in
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school activities such as parent-teacher conferences, assemblies, award ceremonies,
fundraising events, PTA or PTO (parent-teacher associations or organizations), or
volunteer events in the school-at-large or within the classrooms, particularly during the
district’s desegregation plan.
Limited visibility on the part of the parents or families within the school buildings and
at school functions and events has often led administrators and teachers to conclude that
the parents and families are uninvolved, indifferent to, or uncaring about their children or
their children’s education. This judgment served to create distance and disconnect
between the school and the home (Cooper, 2010; Cooper, 2009a). Thus the reconnection
with the community that the war on poverty’s guiding ideal intended did not come to
fruition under desegregation in West Las Vegas.
Decision-Making: Advocacy and Activism
The assumption that the involvement and participation of West Las Vegas families
would lay beyond the constructs of Epstein’s six typologies was unsupported by the
analysis of the oral histories. Employing Epstein’s Six Types of Involvement as an
analytical framework to examine the perception of parent involvement practices of
Black families in West Las Vegas during segregation and desegregation revealed that
West Las Vegas families were engaged within Epstein’s continuum of parent
involvement. Their involvement was identified as advocacy and activism within the
fifth parent involvement typology, decision-making. This level of parent involvement
was reflected outside the traditional school expectations of parent participation in
school-wide functions and activities, assisting students in academic work within the
home, communicating with teachers and school staff, participating in parent-teacher
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association meetings (PTA) and face-to-face parent-teacher conferences, and
volunteering in the classroom and at the school (Hill and Taylor, 2004). West Las
Vegas families engaged in an advocacy and activism that affected school transformation
and reform.
Review of Methodology
Exploration of the role that Black parents have historically played in their children’s
education, most specifically families within the marginalized community of West Las
Vegas, was guided by research questions that addressed the perceptions of a diverse
cross section of community stakeholders.
Oral histories served as the primary data source and included interviews of elected
officials, community members and leaders, community activists, parents, teachers and
principals, former superintendents, and school board members. The interviews were
conducted by a diverse group of students and research scholars; consisting of a review of
over 300 pages of transcriptions. The study serves as part of a larger research project on
school desegregation in Clark County, Las Vegas. Oral histories were selected in
regards to the aims of the larger research project. The interview protocols varied; were
aimed at gathering historical details about segregation, desegregation, and life in Las
Vegas. Secondary data sources served to build contextual background and support for
the research project.
A qualitative research design was employed to document and explore community
perspectives of Black parent engagement in West Las Vegas before and after
desegregation through the implementation of Clark County School District’s Sixth
Grade Center Plan of Integration in 1972. A social and historical constructionist
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worldview perspective was used, relying on narrators’ views of parent involvement.
Historical case study was used as the methodological approach to inquiry to examine the
details of the individuals’ life experiences and perspectives through the oral histories and
to examine the meaning of those experiences. Such an approach provided a richness of
detail and description that facilitated an understanding of the perception of the role of
Black parent engagement in West Las Vegas during periods of historical transformation
and educational and social reform. Epstein’s Six Types of Involvement provided the
analytical framework to examine the historical role of Black families in their children’s
education within the research project. As a parent involvement model, the framework
provided a means of analyzing how parents have participated and engaged in their
children’s education.
Limitations of Methodology
An overwhelming number of questions arose through analysis of the data. The
opportunity for reflection led to the following questions. What was the context in which
the interviewees were invited to provide their oral histories? What was the relationship
between the interviewer and the interviewee? Where did the interviews take place?
How did the relationship or location of the interview influence or impact what the
interviewee chose to reveal and share with the interviewer? What were the reflections,
mannerisms, expressions of the narrators?
Visualizing the nature of the exchange between the interviewer and the
interviewee(s), I built a relationship with each of the narrators through the reading,
review, and analysis of each oral history. Efforts were made to, simultaneously,
establish an intimacy and maintain a distance with each of the oral histories. I sought to
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respect and honor the reflections of the narrators while analyzing their words and
perceptions, in crafting a recollection of the historical role that Black families in West
Las Vegas have played in their children’s education. The oral histories examined
represent prominent Black community members; absent are the voices of everyday
Black parents and their interpretations and perspectives during periods of segregation
and desegregation in West Las Vegas.
Implications
Many factors influence and affect parental involvement. Researchers have provided
evaluation and synthesis of their findings, and offered suggestions and recommendations
for school and teacher practice through the research literature. As varied are the concepts
and definitions of parental involvement, so are the strategies advocated. Abdul-Adil and
Farmer (2006) suggested empowering through, outreach, and indigenous resources;
providing support to parents, capitalizing upon resources inherent with the family and
social communities, and combining home-based parent involvement and school-based
interventions. Such collaborative efforts would serve to promote student achievement.
Fields-Smith (2005) implies that parents and families are more inclined to participate in
the children’s education when teachers establish relationships of trust. Acknowledging
the amount of time that is spent in school, parents realize that the teachers have a great
influence upon their children and thus are motivated to be involved in the children’s
education by working with the teachers and participating in school events. Establishing
and maintaining open lines of communication are essential to building trusting
relationships with parents and families. “Schools have a responsibility to communicate
goals, progress, and concerns to parents” (Fields-Smith, 2005, p. 134). This was a
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conviction recapitulated in the narratives. The importance of transparency in establishing
and maintaining parent partnerships was emphasized throughout the narrators’ accounts.
Hoover-Dempsy et al. (2005) classified parental involvement strategies into two
categories: first, increase schools’ capacities for inviting parental involvement, and
second, enhance parents’ capacities to be involved effectively. Increasing schools’
capacities in promoting parent involvement include creating a welcoming environment
through strong principal leadership; building an atmosphere of safety, trust and
empowerment; as well as empowering teachers for parental involvement. Often times
teachers do not receive the support or training necessary to enlist and encourage parental
involvement. “Schools may also empower teachers for involvement by making parental
involvement a routine part of staff thinking and planning” (Hoover-Dempsey et al., 2005,
p. 117).
Parental involvement, as defined by the schools, is not a one size fits all. Subscribing
to such a concept will surely lead to a failed attempt to include and encompass the diverse
talents and strengths that families and parents bring to the teaching and learning
community. Fields-Smith (2005) remarked that “educators must consider the cultural
perspective from which they define parental involvement, and they must remain attentive
to alternative, less visible ways that parents are and can become involved in their
children’s schooling” (p. 135). The traditional definition and concept of parental and
family involvement must be re-evaluated re-examined, and expanded upon if educators
are to become successful in enlisting the partnerships of parents. Adopting an alternative
definition and perspective leads to greater involvement and participation of families and
parents in the school; creating an environment in which parents feel welcomed, accepted,
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and appreciated. Families must be valued and empowered in order to effectively
participate in the school community as stakeholders. “Some parents likely influence their
child’s educational achievements to a greater degree than they realize” (Jeynes, 2005, p.
262).
Evans acknowledged such an influence in his perspective regarding parent
involvement.
If you have the close contact with school and the family, in the end you have a
successful child because mom and dad along with the school realize one thing and
that it takes two of them to make that child successful. Like I say, ‘It takes a
village to raise a child’. We have gotten away from that…I think what needs to
happen…I think school and home need to reconnect and go back and do some of
the things that we used to do in the past...
His reflections echo the sentiments of most of the narratives’ perspectives on parent
involvement; that success entails an authentic partnership between family and school.
Strategies that employ and emphasize care, respect, value, empowerment, and
partnership will serve to encourage and increase parent involvement. A critical
consideration, promotion, and development of parents as leaders and advocates, as a shift
from the traditional expectation of parent involvement, could lead to more meaningful
and effective parent engagement within the school community and thereby contribute to
increased levels of student achievement and success.
Administrative leaders should engage families and communities in a shared
responsibility and decision-making. “Parents need guidance in directing their children on
the road that leads to responsible educational independence” (Illich, 2002, p. 97). A
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paradigm shift is necessary in order to influence a change in the mental models and
mindsets of educational leaders and stakeholders. Mutual trust, respect, and care needs to
be established and exercised (Epstein, 1995; Morris, 1999; Walker, 1996). Parents and
families should be acknowledged and valued for the social capital they bring to the
teaching and learning community. It is essential that educators not only evaluate their
values and beliefs, re-examining how they perceive culturally and linguistically different
parents and families, but also commit to establishing a vision regarding parental
involvement. It is imperative that instructional leaders confront beliefs about children
and parents of color, engage with children, families, and cultures in a positive way,
monitor methods/curricula/programs that work for “unprepared” children, expect teachers
to be successful no matter what the situation, student, or context, and encourage
networking and professional development (Scheurich & Skrla, 2003). These
considerations are particularly essential within school communities, such as those in West
Las Vegas, in which the demographics represent a culturally and linguistically diverse
student population and community.
Educational leaders, particularly those in high-poverty, economically disadvantaged,
culturally and linguistically different communities, must assert a concerted effort to
establish positive, meaningful relationships with and between teachers, families, and
communities (Epstein, 1995; Cooper, 2009a; Cooper, 2009b; Morris, 1999; Walker,
2009; Walker, 1996).
Implications for Future Research
What implications do the findings have for future research? Analyses of the oral
history narratives indicate that parents and families in West Las Vegas were most
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engaged in advocacy and activism during periods of segregation, desegregation, and
resegregation. How were the experiences of Black parents’ and families’ outside of West
Las Vegas similar or dissimilar to that of Black West Las Vegas parents and families?
What were the perspectives of the other community participants during the segregation
and desegregation of Las Vegas schools? What was the role of the Hispanic parents and
families in West Las Vegas during segregation and desegregation? How were their roles
perceived? How does the current perception of the Hispanic parents’ role compare or
contrast to the perception of the Hispanic parents’ role during segregation and
desegregation? In what ways was the parent involvement of the Hispanic families
relative to the parent involvement of the Black families? How were Caucasian families
impacted by segregation and desegregation in Las Vegas? How did the desegregation
experience impact their involvement and engagement in their children’s education? How
do the parent involvement experiences of the participants of the segregation and
desegregation of Las Vegas compare and contrast with one another? Were their
experiences similar or dissimilar? How has resegregation of the West Las Vegas schools
influenced the school communities of Clark County School District throughout Las
Vegas? How are the segregation and desegregation experiences of Las Vegas schools
similar or dissimilar to the experiences of other school communities across the country?
How can the exploration of these reflections and experiences inform school programming
and organizing? Further exploration of parent involvement experiences could reveal how
to best address the distinct needs of diverse cultural groups within the school community;
while capitalizing upon the social and cultural capital that each individual member group
contributes to the school community as a whole. Such an examination suggests the first
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steps in employing a theory of partnership development, whereby there is an emphasis on
care, connection, and collaboration among stakeholders in furthering student learning and
development (Epstein et al., 2011).
Summary
According to Lewis and Forman (2002), “educators tend to ‘develop strategies for
limiting and structuring parent participation” (p. 9). Such exclusionary practices can
result from educators’ deficit-based beliefs about culturally and linguistically different
families, especially those who are poor, African American, Latino, and/or non-English
speaking” (Cooper, 2009a, pp. 380-381). Cooper (2010) notes that, “indeed, too often,
deficit-based notions of difference cause educators to uphold stereotypes that are
associated with particular racial, class, linguistic, and family backgrounds and then view
poor students and families of color as inferior” (p. 128). Educators’ perception of
African American families’ involvement as educational partners in contrast to that of
White, middle-class families often finds the former lacking and inadequate (Cooper,
2009a).
Administration and teachers play an important role in validating families and parents.
Acknowledging and embracing the social capital that families and parents bring to the
teaching and learning community assists in establishing that validation (Yan, 1999).
Equally important to parent and community partnership programs is school district
leaders’ support and facilitation of establishment of partnership program development.
“HLM [Hierarchical linear modeling] analyses show that principals’ support for family
and community involvement and schools’ reports of district assistance contribute
significantly to schools’ basic program implementation and to advanced outreach to
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involve all families in their children’s education” (Epstein, Galindo, & Sheldon, 2011).
Epstein et al. (2011) discussed how the combined application of sociocultural learning
and organizational learning theories advocate that school leaders and schools assist one
another through shared work and shared goals, to improve and further policies and
practices to develop parent and community partnership programs. “If both districts and
schools also collect, analyze, interpret, and apply data and other evidence to improve
policies and practices, then districts and their schools should become unified learning
organizations that work to meet shared goals” (p. 466). The two theories emphasize
sharing knowledge and working together to improve parent, community, and community
partnership policies and practice. Collaboration of parents, schools, and community
stakeholders, supported and assisted by school district leaders, could further advance
student learning and achievement.
While much has been accomplished in reestablishing the participation and
involvement of families and parents in education, there is much more to be undertaken to
create genuine partnership. Hiatt-Michael (1994) illustrates, “The pendulum has swung
from strong parental involvement in the home and community based schools of the
agrarian seventeenth century to the bureaucratic factory model schools of the industrial
revolution. The pendulum appears to be swinging back again, slowly at first, but
gathering momentum, towards schooling which increasingly involves parents” (p. 256).
As new initiatives and research-based strategies are employed to bridge the homeschool gap and address student achievement, collaboration, communication, and
partnership will be essential in developing and nurturing a relationship between the home
and the school that fosters interactions based upon mutual respect, understanding, and
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support. It is this relationship that will serve to empower and engage parents and families
and promote student excellence and achievement.
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AFTERWORD
The opportunity to review the literature and conduct research on parent involvement
has strengthened my position regarding the importance of the role that parents and
families play in student learning and development. Examining the evolution of parent
participation throughout the history of the United States has deepened my understanding
of the cultural, social, economic, and individual factors that influence the interactions and
relationships between home and school. I have also been provided the opportunity to
reflect upon my philosophy of parent involvement as a parent, an educator and a teacher
leader. The strategies and recommendations documented in the research support and
validate my approach with my families and parents as I enlist them as partners in their
children’s education. The research findings also challenge me to determine how to
further empower and engage my students’ families in their children’s education. The
research holds great implications for teachers, teacher leaders, and administrative leaders.
It is essential that parent involvement and the establishment of collaborative relationships
be included as part of school planning and organization (Epstein & Sheldon, 2006). The
exploration and employment of sociocultural learning and organizational learning
theories within the school community can help partnership programs operate more
effectively. Collaborative partnership programming is a critical component within the
school community as a strategy for strengthening education and promoting student
achievement.
Working as a substitute teacher during the late 1990s at three of the Prime 6 schools,
Kit Carson Elementary School, Wendell Williams Elementary School, and H.P.
Fitzgerald Elementary School, I did not possess an appreciation for either the historical
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significance of the schools or the history of the West Las Vegas community. I was
unaware of the extent of the challenges that the community and the schools faced. As I
was studying for my teaching credentials, I was constantly asked whether I would be
working in the community following completion of my teacher preparation program.
Teachers and administrators inquired as to how I envisioned myself giving back to the
community. I was not a native of Nevada. I had recently moved to Las Vegas from
Hawaii (by way of Orlando, Florida) a few years prior to beginning my education studies.
I did not realize the significance of their questions. I had grown up in a military family.
Any commitment made was a commitment made to all, regardless of race, color, religion,
or differences. I imagined that my commitment to children – all children – was what was
most important. I believed then, as I do now, that all children can learn; there are no
excuses for failure. Failure is not an option. I did not fully understand until my
dissertation study, how the challenges faced by the West Las Vegas community had
impacted the community and its schools. I had not considered the importance of
segregation, desegregation, resegregation, or the issues associated with the educational
contexts of each for the West Las Vegas community and its children. Nor had I
considered how the educational challenges of West Las Vegas had influenced the school
communities of the greater Las Vegas Valley.
I am now faced with questions similar to those posed to me as I was concluding my
teaching certification. Upon completion of my dissertation study, how will I affect
change? What difference will I make in the lives of children and families? How will the
discoveries made within the analyses of the data be employed to re-examine parent
involvement expectations within my school community? How will such an examination
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extend beyond my school community? How will the examination of those expectations
influence change and impact the manner in which parents are encouraged and engaged in
school communities in Clark County School District, specifically within the West Las
Vegas community? In my pursuit to serve children and families as an educational leader,
how will I employ the concepts of sociocultural learning and organizational learning
theories to develop a partnership program that engages parents and families in
meaningful, empowering, caring relationships; thereby impacting student learning and
development? There is much to accomplish. This dissertation study represents the
beginning of a new chapter in the continuous journey to honor and uphold my family’s
legacy of commitment to educational excellence.
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Appendix A

Clark County School District, Prime 6 Attendance Boundaries Map, 2012-2013
Prime 6 Schools: Kermit R. Booker Elementary School, Kit Carson Elementary School,
H.P. Fitzgerald Elementary School, Matt Kelly Elementary School, Quannah McCall
Elementary School, Wendell Williams Elementary School
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